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Abstract 
Defining the nature of good citizenship has been a persisting challenge for scholars and 
educators. This study defines differing conceptions of citizenship as objectives of citizenship 
education and the extent to which these objectives are prioritized in two sets of standards – a set 
of state standards and a set of standards from a national framework. In the present study, selected 
civics-related standards from the North Carolina Essential Standards and the C3 National 
Framework were coded based on seven discourse categories of citizenship education in order to 
identify the extent to which these seven facets of citizenship education are prioritized in the 
chosen standards. Results demonstrate the representation of a general variety of discourse 
categories overall, but they also reveal a prevalence of a traditional conception of citizenship and 
a nearly complete lack of a requirement of active student engagement. As a result, the examined 
standards should be reevaluated with a focus on the citizenship education goal of creating 
effective citizens and with recognition of the literature’s emphasis on active student participation 
in civic learning.  
Keywords: civic education, citizenship education, civics, standards, North Carolina, 
Civics and Economics, C3 Framework 
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What is an “Enlightened” Citizen?: An Examination of the North Carolina Essential Standards 
and the C3 National Framework Standards for Civic Education 
 In a letter to Littleton W. Tazewell on January 5, 1805, Thomas Jefferson wrote, 
Convinced that the people are the only safe depositories of their own liberty, & that they 
are not safe unless enlightened to a certain degree, I have looked on our present state of 
liberty as a short-lived possession unless the mass of the people could be informed to a 
certain degree. (Jefferson, 2001, p. 266). 
Though education seems to be the clear cause for which Jefferson was advocating, the meaning 
of “enlightened to a certain degree” or “informed to a certain degree” is not so clear. Defining 
the intended outcomes of citizenship education is a challenging and contentious process. In this 
paper, I examine existing curriculum standards as indicators of intended outcomes of citizenship 
education. I first define civic education in the context of the social studies as a whole for students 
in the public education system. I will use the terms civic education and citizenship education 
interchangeably because scholars have uses both terms to refer to the same concept. 
What are the Social Studies and What is Civic Education? 
 According to the National Council for the Social Studies (NCSS), the definition of social 
studies, which was adopted in 1992, is, 
…the integrated study of the social sciences and humanities to promote civic 
competence. Within the school program, social studies provides coordinated, systematic 
study drawing upon such disciplines as anthropology, archaeology, economics, 
geography, history, law, philosophy, political science, psychology, religion, and 
sociology, as well as appropriate content from the humanities, mathematics, and natural 
sciences. The primary purpose of social studies is to help young people make informed 
and reasoned decisions for the public good as citizens of a culturally diverse, democratic 
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society in an interdependent world. (National Curriculum Standards for Social Studies: 
Executive Summary). 
This definition indicates that the entire field of social studies points to a civic purpose. The 
NCSS initially published national curriculum standards for the United States in 1994, and the 
standards today still reflect the same ten themes: (1) culture; (2) time, continuity, and change; (3) 
people, places, and environments; (4) individual development and identity; (5) individuals, 
groups, and institutions; (6) power, authority, and governance; (7) production, distribution, and 
consumption; (8) science, technology, and society; (9) global connections; and (10) civic ideals 
and practices (National Curriculum Standards for Social Studies: Executive Summary). The 
NCSS definition and ten themes demonstrate the breadth of content and concepts that the social 
studies encompass. This content and these concepts serve to support the social studies’ 
overarching purpose of creating rational and competent citizens. 
 The Associate Director of the Center for Civic Education in 1998, Margaret Stimmann 
Branson, defined civic education in a democracy as “education in self government.” (Branson, 
1998). According to Branson, this entails citizen participation, not for its own sake, but “based 
on informed, critical reflection, and on the understanding and acceptance of rights and 
responsibilities” that accompany membership in a democracy (Branson, 1998). She also 
emphasized the importance of citizens having the knowledge, skill, and will to bring about 
change in society (Branson, 1998). 
Citizenship education is generally considered a component and purpose of the social 
studies. The United Nations Educational, Scientific and Cultural Organization (UNESCO) has 
defined citizenship education as “educating children, from early childhood, to become clear-
thinking and enlightened citizens who participate in decisions concerning society” (UNESCO, 
1998). Citizenship education not only entails “‘educating citizens’ but also ‘training children for 
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adulthood and citizenship’” (UNESCO, 1998). UNESCO stated that the three central objectives 
of citizenship education are “educating people in citizenship and human rights through an 
understanding of the principles and institutions [which govern a state or nation], learning to 
exercise one’s judgement and critical faculty, and acquiring a sense of individual and community 
responsibilities” (UNESCO, 1998). UNESCO identified four major themes that stem from these 
objectives; the themes are:  
the relations between individuals and society: individual and collective freedoms, and 
rejection of any kind of discrimination; the relations between citizens and the 
government: what is involved in democracy and the organization of the state; the 
relations between the citizen and democratic life; and the responsibility of the individual 
and the citizen in the international community. (UNESCO, 1998). 
This account defines the role of a citizen to be one who enters society as an individual adult who 
is capable of engaging with his or her own government and the global community. 
 Though these definitions each contribute individual detail and complexity to the difficult-
to-define concepts of the social studies and citizenship education, they all reinforce the 
importance of teaching students how to become effective citizens. 
A Brief History of Social Studies Education in the United States  
 According to Evans (2006), 
Frequently, the social studies curriculum and textbooks have served as a lightning rod, 
attracting comment and criticism regarding the nature of the field and the purposes of 
schooling, and reflecting competing visions of the worthy society, as if the curriculum 
was a screen on which critics of various stripes project their vision of a preferred future. 
(p. 317-318). 
The social studies curriculum has served as a battlefield for varying political and pedagogical 
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perspectives, which is evidenced throughout its history as a discipline. From late 1800s to 
present day, the social studies, and therefore also the way in which citizenship has been taught, 
have been through many transformations. Examining the history of social studies education in 
the United States can shed light on how these transformations have informed the current ways in 
which citizenship education is taught within the larger field of the social studies. A few key 
elements and periods of transition in this history, which are explained more fully in the literature 
review chapter, are the 1916 report of the Committee of the Social Studies, the economic and 
international threats of the 1930s and 1940s, the development of the “new” social studies during 
the Cold War era, the 1980s backlash against this “new” social studies, the emergence of the 
standards movement, and the bolstered emphasis on standardization through the No Child Left 
Behind Act passed in 2002 (Beal, Bolick, & Martorella, 2009; Danker, 2005; Sleeter & Stillman, 
2005). 
Why is Citizenship Education Important? 
Many significant historical and political figures have articulated the importance of civic 
education, and some have identified it as one of the most central goals of education itself. The 
Archbishop of York once stated, “the true purpose of education is to produce citizens” (quoted in 
Roosevelt, 1930). Former Supreme Court Justice Sandra Day O’Connor has offered a more 
specific explanation regarding why citizenship education is important. She called America to 
action when she wrote,  
The better educated our citizens are, the better equipped they will be to preserve the 
system of government we have. And we have to start with the education of our nation’s 
young people. Knowledge about our government is not handed down through the gene 
pool. Every generation has to learn it, and we have some work to do. (Levinson, 2011, p. 
10). 
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Further, in her majority opinion in the 2003 case Grutter v. Bollinger, O’Connor stated that the 
Supreme Court had “long recognized that ‘education is the very foundation of good citizenship’” 
(O’Connor, 2005). The educational theorist John Dewey also emphasized the intersection 
between schooling and citizenship when he wrote in Manual Training and Vocational 
Education, “Democracy has to be born anew every generation, and education is its midwife” 
(Dewey, 1916, p. 410). 
 The basis of our government at its foundations affirms the stance that citizenship 
education is important. According to the 2003 Civic Mission of Schools report, forty of the state 
constitutions in the U.S. acknowledge the significance of civic literacy. Thirteen state 
constitutions specifically state that “good citizenship, democracy and free government” are 
essential goals of their education systems (Battistoni et al., 2003, p. 5). Specifically, the North 
Carolina State Constitution affirms the integral purpose of education in our society in two key 
instances. In the North Carolina Constitution’s opening article, which was written as a 
Declaration of Rights, the document states, “The people have a right to the privilege of 
education, and it is the duty of the State to guard and maintain that right” (N.C. Const. art. I, 
§15.). In the article dedicated to the topic of education, the Constitution states, “Religion, 
morality, and knowledge being necessary to good government and the happiness of mankind, 
schools, libraries, and the means of education shall forever be encouraged” (N.C. Const. art. IX. 
§1.). An emphasis on education and its importance to society’s well being as a whole, which is 
what civics promotes, is woven into the fabric of the foundations of our state governments.  
Current Status of Citizenship Education in United States Schools 
 Following examination of the requirements for civic education within state public 
education systems, it becomes questionable whether states are living up to their constitutional 
expectations of educating an informed citizenry. In 2012, the Center for Information and 
NORTH CAROLINA AND NATIONAL CIVICS STANDARDS 10 
Research on Civic Learning and Engagement (CIRCLE), researched the standards, graduation 
requirements, and required assessments for each of the fifty states and the District of Columbia. 
The following statistics were gathered as part of the 2012 analysis. According to the report, 
every state has established standards for social studies in general. Forty states require a minimum 
of one course focused on American government or civics. Twenty-one states mandate a social 
studies examination designed by the state. Yet, only nine states dictate that students must pass a 
social studies test before they can graduate. Eight states administer standardized tests focused on 
civics or American government, but only two of these states dictate that students must pass the 
exam to graduate (New CIRCLE Fact Sheet, 2012). 
Over the last ten to fifteen years, education policy has seen many transformations. 
Policies such as No Child Left Behind of 2001 and Race to the Top have contributed to these 
changes, which have impacted how civic education is taught. After 2000, almost all social 
studies assessments have been in a multiple-choice format rather than a mixed format including 
performance tasks (New CIRCLE Fact Sheet, 2012). Another significant shift was that, in 2001, 
thirty-four states mandated social studies tests while by 2012-13, as stated above, this number 
dropped to twenty-one states (New CIRCLE Fact Sheet, 2012). During this period of time, the 
U.S. education system was adjusting to the new accountability system of No Child Left Behind, 
and social studies education is not a part of this system (Schmidt, 2007, p. 3). Recent trends 
indicate that states are directing more education funding and resources to subjects for which 
there are state-mandated examinations. For many states, these subjects do not include social 
studies at all, nor the mention of civics or American government specifically (New CIRCLE Fact 
Sheet, 2012). In addition to this lack of government emphasis of social studies and civic 
education, there is a lack of youth civic knowledge; evidence of this is presented in the literature 
review chapter. 
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Purpose of Study 
 Because of the current conditions of citizenship education, this study seeks to answer the 
question, “What are the objectives of citizenship education?” as it is communicated to teachers. 
It does so by exploring whether the stated objectives of curriculum standards contribute to these 
current conditions. The study’s scope is narrowed to specific standards within the North Carolina 
Essential Standards and the C3 National Framework standards. The study examines to what 
extent certain objectives of citizenship education are emphasized in the chosen standards. 
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Literature Review 
 To understand the context of citizenship education, I will examine the existing literature 
on the definitions of the social studies and civic education, the history of the social studies in the 
United States, the importance of citizenship education, and the current status of citizenship 
education in U.S. schools. This review sets the foundation for the current study on objectives of 
citizenship education in civics-related standards.  
What are the Social Studies and What is Civic Education? 
 Defining civic education is inherently difficult. Who should decide what an ideal citizen 
looks like? Even if this ideal can be agreed upon, how should we determine the best way to 
develop students into these citizens, and who should make this determination? Pinpointing the 
objectives of and attempting to “standardize” any subject can be challenging and contentious, but 
the interrelatedness of politics and citizenship education makes the process especially 
controversial for the subject of civics. Because there are a variety of views on the definition of a 
good citizen, defining the “correct answers” or even the correct questions we need to ask when 
developing a civic education curriculum can be difficult. 
 Scholars have noted this difficulty in defining citizenship. Westheimer and Kahne (2003) 
asserted that even “if educators can agree that schools have a role to play in educating 
democratic citizens, they can’t seem to agree on what that means” (p. 9). Connolly (1983) 
offered a similar view, that “conceptions of democracy and citizenship have been and will likely 
always be debated – no single formulation will triumph” (paraphrased in Westheimer & Kahne, 
2004, 238). Barth and Shermis (1970) offered the argument that defining the social studies might 
be unnecessary because the chosen definition could be unduly exclusionary; following this 
stance to its logical conclusions means that calling anything “social studies” makes it so (p. 743). 
Barth and Shermis (1970) proceeded to assert, “This vigorous electicism [sic] is also 
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accompanied by a disinclination to define citizenship, the raison d’être of the social studies, too 
carefully: thus citizenship is an indefinable spirit, a pervading ethos which transcends any social 
studies classroom” (p. 743). Scholars have nonetheless offered a variety of definitions of the 
social studies and citizenship education and interpretations of their purposes; this review of some 
of the existing literature on the subject examines a number of their perspectives. 
 Several definitions of social studies have been suggested in the literature. Barth and 
Shermis (1970) began to outline their definition by stating that they did not see the social studies 
as a particular course or curriculum or as a combination of several subjects (p. 744). They instead 
“define[d] the social studies as a set of goals which describe how the content of citizenship 
education is to be selected, organized and taught” (Barth & Shermis, 1970, p. 744). It is clear that 
they viewed citizenship education as central to the very definition of the social studies, and they 
synthesized the views of educators into the assertion that the social studies are “a means of 
achieving citizenship” (Barth & Shermis, 1970, p. 744). Barth and Shermis (1970) also described 
three “competing traditions” of the social studies: social studies as citizenship transmission, 
social studies as social science, and social studies as reflective inquiry (p. 744). Beal et al. (2009) 
selected a broader working definition for the social studies. They asserted that the social studies 
are “selected information and modes of investigation from the social sciences; selected 
information from any area that relates directly to an understanding of individuals, groups, and 
societies; and applications of the selected information to citizenship education” (p. 15). 
 Though the previously mentioned definitions of the social studies differ, they both 
highlighted citizenship education as a priority within the discipline. Citizenship education is 
often identified as a purpose, or even the main purpose, of the social studies. Danker (2005) 
asserted, “preparing students to be active and effective citizens in a democratic society has been 
a central purpose of social studies throughout its contentious history as a component of the K-12 
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curriculum,” and she cited Barr, Barth, and Shermis (1978), Barth and Shermis (1970), Barton 
and Levstik (2004), and Evans (2004) as supporters of this claim (p. 171). Additionally, Beal et 
al. (2009) advocated for citizenship education as the purpose of the social studies and claimed 
that the “enduring goal of the social studies curriculum” is creating “reflective, competent, and 
concerned citizens” (p. 24 & 29). 
 Definitions specifically associated with citizenship education have also been articulated 
in the literature. Prior (2006) defined civics and citizenship as distinct terms. He defined civics as 
“the understanding of the principles and practices that underpin civic institutions and civic life in 
communities and societies” (Prior, 2006, p. 7). In contrast, Prior (2006) stated that citizenship 
“focuses on the development of skills and behaviours student [sic] need to interact with the 
community and engage with organizations and groups” (p. 7). Prior’s (2006) distinction is that 
civics focuses on understanding structures and processes whereas citizenship emphasizes skills 
and practice (p. 7). The authors of the 2003 Civic Mission of Schools report “believe that the 
overall goal of civic education should be to help young people acquire and learn to use the skills, 
knowledge, and attitudes that will prepare them to be competent and responsible citizens 
throughout their lives” (Battistoni, 2003, p. 10). They defined the characteristics of a “competent 
and responsible” citizen to be informed and thoughtful, participants in their communities, 
politically active, and possessing moral and civic virtues (Battistoni, 2003, p. 10). The report also 
addressed the need for civic education from a social justice perspective when it stated, “[A]n 
essential goal of civic education is to provide skills, knowledge, and encouragement for all 
students, including those who may otherwise be excluded from civic and political life” 
(Battistoni, 2003, p. 10). 
 Scholars have articulated several different qualifications of citizenship and specific 
categories into which citizenship can be separated, many of which include several components. 
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Enslin (2000) (as cited in Knight Abowtiz & Harnish, 2006, p. 653) identified citizenship in a 
democracy as having five components: (1) possessing membership within a political unit, (2) 
accepting a certain identity as an individual, (3) representing a set of values, which usually 
means being dedicated to the well-being of the political unit, (4) participating, at least to a certain 
degree, in the political sphere, and (5) acquiring and applying knowledge concerning the “laws, 
documents, structures, and processes” of the government (Knight Abowitz & Harnish, 2006, p. 
653). The sociologist T.H. Marshall wrote about the distinction between civil, political, and 
social citizenship (Knight Abowitz & Harnish, 2006, p. 653-654). 
 Other definitions consider different types of citizens and the characteristics of these 
types. Parker (1996) expanded on the traditional, progressive, and advanced conceptions of 
citizenship education for a democratic society (in Westheimer & Kahne, 2004, p. 238). 
According to Parker’s (1996) explanation, traditionalists value knowledge relating to the 
processes of how government functions, progressives also appreciate this knowledge but 
additionally value the citizen participation, and people identifying with the advanced citizenship 
conception move beyond the progressive conception to also emphasize the “inherent tensions 
between pluralism and assimilation” (in Westheimer & Kahne, 2004, p. 238-239). Westheimer 
and Kahne (2004) identified three “visions of ‘citizenship’” to help answer the question, “What 
kind of citizen do we need to support an effective democratic society?”: the personally 
responsible citizen, the participatory citizen, and the justice-oriented citizen (p. 239). The 
personally responsible citizen is known for “picking up litter, giving blood, recycling, obeying 
laws, and staying out of debt” and for volunteering to help others in need (Westheimer & Kahne, 
2004, p. 241). Participatory citizens are “those who actively participate in the civic affairs and 
the social life of the community at the local, state, or national level” (Westheimer & Kahne, 
2004, p. 241). The justice-oriented citizen “need[s] opportunities to analyze and understand the 
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interplay of social, economic, and political forces” and should engage in seeking social justice 
(Westheimer & Kahne, 2004, p. 242). 
 These definitions, explanations, and interpretations of the social studies, civics, and 
citizenship education offer a conception of how the existing literature views these subjects. It is 
clear that there is no single, definitive definition of citizenship education. Therefore, the purpose 
of this study is to explore whether social studies standards reflect the literature by including a 
variety of types or categories of citizenship and to explore to what extent these types or 
categories are emphasized in the standards.  
A Brief History of Social Studies Education in the United States 
 Civic education is situated within the context of the social studies, so the history and 
progression of the social studies have also shaped the development of civic education. Evans 
(2006) recognized, “Pendulum swings are a regular feature of the curriculum landscape” in 
social studies education, and he identified the pattern of the swinging to be “toward traditional 
and discipline-based curricula during conservative times [and] toward experimentation, child-
centered and inquiry or issues-oriented curricula during liberal times” (p. 317). These pendulum 
swings and the dynamic nature of social studies are evident throughout the existence of social 
studies as a discipline. 
 “Social studies” was first used a term as it relates to curricula the late 1800s and early 
1900s (Beal et al., 2009, p. 8 citing Saxe, 1991), and early social studies curricula focused mostly 
on history, geography, and civics (Beal et al., 2009, p. 8). The first major event in the inception 
of the social studies was the formation of the Committee on the Social Studies. The National 
Education Association (NEA) selected twenty-one members for the Committee on the Social 
Studies in 1912, and the committee produced an influential final report in 1916 (Beal et al., 2009, 
p. 8-9). Beal at al. (2009) asserted, “The report became the touchstone for conceptions of the 
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what the social studies curriculum should be for the next eight decades, transcending the 
dramatic shifts in the nation and the world over that period” (p. 9). Evans (2006) explained that 
the report faced some opposition. Critics disapproved of the introduction of a twelfth-grade 
capstone course entitled Problems of Democracy (Evans, 2006, p. 318). Additionally, those 
opposed to the report rejected its “broad, interdisciplinary, and modern” conception of the social 
studies, instead preferring that the social science disciplines, including sociology, political 
science, and economics, be taught in discrete courses (Evans, 2006, p. 318). Danker (2005) noted 
that the social studies as a discipline emerged when an influx of immigrants from southern and 
eastern Europe were coming to the United States and when nativism was growing in the U.S. as 
the nation considered involvement in World War I (p. 8). Therefore, the social studies 
curriculum incorporated themes of unity and focused on finding commonalities among all people 
(Danker, 2005, p. 8 citing Jarolimek, 1981). 
 In the 1930s and 1940s, when the U.S. was facing the Great Depression and World War 
II, there was a rising “sense of urgency” in social studies education as “[m]ainstream educators 
claimed that faith in a market economic system and the democratic ideals of the U.S. government 
needed to be strengthened in the nation’s classrooms in order to offset real and imagined threats 
from both within and afar” (Danker, 2005, p. 8). With the launch of Sputnik and the initiation of 
the space race in 1957, U.S. citizens began to doubt the quality of their nation’s schools because 
the Soviet Union had reached space before the United States (Beal et al., 2009, p. 10). This led to 
a reexamination of the social studies curriculum, beginning with an influential 1960 conference 
in Woods Hole, Massachusetts, and it produced what was called the “new” social studies (Beal et 
al. 2009, p. 10). This period in social studies education featured an emphasis on innovation and 
the production of educational materials and projects (Beal et al., 2009, p. 10-11). The curriculum 
of the new social studies encouraged student inquiry and investigation of “problems,” modeled 
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after the methods of professionals in the social science disciplines (Evans, 2006, p. 319). 
 In the 1980s, a backlash against what some saw as the “excesses” of the 1960s and early 
1970s impacted social studies education (Danker, 2005, p. 9 citing Evans, 2004 & Martorella, 
1996). Critics believed that the discipline was sacrificing student competency in history, 
geography, and civics for “making the subject entertaining for students” (Danker, 2005, p. 9). 
Beal et al. (2009) called this “a period of reaction and soul searching for the social studies” (p. 
12). Similarly, Atwood (1982) described the 1980s as the “adolescent period for social studies” 
because, at that time, educators were “diligently seeking consensus on definition and purpose, as 
well as agreement on scope and sequence” (p. 10 in Beal et al., 2009, p. 12). Ravitch (2003) 
articulated complaints from the viewpoint of some of the critics from this period as she lamented 
the overtaking of history by the social studies (p. 2-4). She criticized social studies as being “rife 
with confusion,” and she stated, “its open-ended nature, its very lack of definition, invites 
capture by ideologues and by those who seek to impose their views in the classroom” (Ravitch, 
2003, p. 5). 
 The emergence of the standards movement was an important feature of the 1980s 
education reforms, and the movement led to a significant change in social studies education. 
Sleeter and Stillman (2005) asserted that the standards movement “viewed the main purpose of 
schooling as bolstering the U.S. economy and its national sovereignty and security” (p. 31 citing 
Coles, 2000 & Engels, 2000). They identified the 1983 publication of A Nation at Risk, which 
included nationalist rhetoric (Knight Abowitz & Harnish, 2006, p. 659), as the origin of the 
standards movement (Sleeter & Stillman, 2005, p. 31). Danker (2005) also noted the relationship 
between the backlash of the 1980s and the standards movement. She stated, 
Calls for a return to the teaching of traditional history were followed by a flurry of 
standards documents published by the professional organizations in the major disciplines 
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that constitute the field of social studies as well as by states issuing framework 
documents codifying content on which students would be tested, in some cases to 
determine eligibility for graduation. (Danker, 2005, p. 9). 
Ravitch’s (2003) approval of standards reinforces the view that the standards movement was 
initially connected to the ideals of the backlash movement. When Ravitch (2003) discussed a 
revival effort for history education beginning in the 1980s, she lauded the “exemplary” standards 
of California, Virginia, Texas, Alabama, and Massachusetts as evidence of improvement (p. 5). 
 Beal et al. (2009) connected the standards movement with an emphasis on “ongoing 
readiness,” which was also a factor in the passage of the No Child Left Behind (NCLB) 
legislation in 2002 (p. 13). Because students are assessed through standardized tests, those who 
developed the NCLB legislation thought that teachers should be required to meet certain test 
preparation requirements relating to the material found on the standardized tests (Beal et al., 
2009, p. 13). However, social studies is not a prioritized tested subject in this schema. Schmidt 
(2007) believed that the NCLB Act “dealt a severe blow to social studies instruction by omitting 
it from the new nationwide accountability system” (p. 3). Beal et al. (2009) asserted that the 
NCLB legislation has negatively affected social studies education in a different way. Because 
NCLB impacts all curricula, teachers have argued “that the move to discrete fact testing has 
limited their teaching options, all the while imposing a strict monitoring of what they can 
actually do in their classrooms” (Beal et al., 2009, p. 13). Relatedly, Beal et al. (2009) claimed 
that, in recent history, the focus on “drill and kill social studies fact-loading” detracts from “the 
importance of broadening perspectives to achieve global understanding” (p. 13). 
Why is Citizenship Education Important? 
 The essentiality of citizenship education has been emphasized in the literature. 
Westheimer and Kahne (2013) recognized that “[b]elief in the fundamental importance of civic 
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education for democracy has been long-standing” (p. 9). Deen (2012) expressed a similar 
observation of the importance of citizenship education. He stated, “[C]ivic education – that is, 
education for good citizenship, including the cultivation of certain virtues – is both necessary if 
liberal democracy is to continue and hard to justify on liberal terms” (Deen, 2012, p. 407). It is 
important to note that Deen’s (2012) focus was in reconciling the need to promote civic 
education to sustain the United States’ democracy, which provides us with the “good life”, and 
the need to protect people’s right to determine their own viewpoint of what the “good life” is, 
which can be challenged if a uniform conception of the “good life” is promoted through 
citizenship education programs (p. 406). Despite this observed tension, Deen (2012) determined 
that citizenship education is essential and is therefore worth the requisite reconciliation. The 
government has recognized the importance of citizenship education as well. Senate Resolution 
150 (2015) was passed to affirm the importance of programs in the United States that promote 
civic and government education (p. 1). The document resolved, “That it is the sense of the Senate 
that civic and government education is essential to the well-being of the constitutional 
government of the United States” (S. Res. 150, 2015, p. 3). 
 The literature from social studies education scholars has identified citizenship formation 
and the instillation of certain ideals as key outcomes of citizenship education. Parker (2006) 
depicted citizenship formation, or “the production of civic consciousness and behavior,” as 
“creating subjects with particular identities and abilities in relation to the state, ethnic group, civil 
society, market, family, strangers, and friends” (p. 11). Citizen formation equips people with the 
necessary skills and knowledge to function within a certain group or in a certain place. 
Westheimer and Kahne (2003) asserted that democracy has been based on “citizens’ informed 
engagement in civic and political life” (p. 9).  
In order to properly engage in the arenas of citizenship as identified above, citizens must 
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first be informed through the process of citizen formation, which is an objective of citizenship 
education. Yogev (2013) identified a few points of understanding that students ought to gain 
through citizenship education. She emphasized that students should gain depth of historical 
understanding because democracy grew out of the reality of history (p. 629). She also 
accentuated the idea that time is part of a progressing continuum; what one sees as history now 
was once a current event, and what happens today will eventually become history (p. 630). 
Yogev (2013) expressed the importance of developing competent citizens as she stated, “Those 
who seek a free society made up of free and responsible individuals cannot but make every effort 
– educational, cultural, philosophical and more – to foster critical thinking and an effective 
historical consciousness among young people” (p. 630). Senate Resolution 150 (2015) also 
outlined a few specific aspects of citizen formation that the legislative body deemed valuable. 
The stated goal of citizenship education programs and curricula was “fostering civic competence, 
civic responsibility, and a reasoned commitment to the fundamental values and principles 
underlying the constitutional government of the United States” (S. Res. 150, 2015, p. 3).  
 The role of schools in the process of citizenship education is also acknowledged. 
Westheimer and Kahne (2003) asserted that for much of the past two hundred years, “public 
schools have been seen as essential to support the development of” citizens in the United States’ 
democracy (p. 9). Senate Resolution 150 (2015) offered a similar recognition of the focus of the 
nation’s schools to promote ideals of citizenship. The Resolution stated, 
[S]ince the founding of the United States, schools in the United States have had a strong 
civic mission to prepare students to be informed, rational, humane, and involved citizens, 
who are committed to the values and principles of the constitutional government of the 
United States. (S. Res. 150, 2015, p. 2). 
Senate Resolution 150 acknowledged that a number of institutions contribute to this cause but 
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maintained that schools “bear a special and historic responsibility for the development of civic 
competence and civic responsibility of students” (p. 2). 
 The literature affirms that citizenship education is essential because of its role in citizen 
formation and in instilling civic ideals. It also defends schools as an integral part of this process. 
At the same time, the literature includes competing definitions of what constitutes a good citizen, 
which complicates the process of creating good citizens through citizenship education in schools. 
Current Status of Citizenship Education in United States Schools 
 Several reports indicate a lack of civic knowledge among the American public. Over the 
course of ten years, the Annenberg Public Policy Center surveyed samples of the United States 
population regarding general knowledge of the U.S. system of government, and a number of 
their findings were less than encouraging (Gould et al., 2011, p. 4). Only one-third of the 
Americans sampled could correctly name all three branches of government, the legislative, 
executive, and judicial branches. One-third of those sampled could not name any of these 
branches. A little more than one-third of the Americans sampled thought that the Founding 
Fathers intended to have every branch have a great deal of power with the president having the 
power to make the final decision. Forty-seven percent of those sampled correctly recognized that 
a 5-4 and 9-0 Supreme Court decision carry the same legal weight, but, in the case of a 5-4 
decision, twenty-three percent of those sampled mistakenly thought that the decision would be 
passed on to Congress for a final ruling, and sixteen percent thought the decision would be sent 
back down to the lower courts. Almost one-third of those sampled incorrectly responded that a 
Supreme Court ruling could be appealed (Gould et al., 2011, p. 4). 
 The National Assessment of Educational Progress (NAEP) “measure[s] the civic 
knowledge and skills that are critical to the responsibilities of citizenship in America’s 
constitutional democracy” (Nation’s Report Card, 2011, p. 1). The 2010 Civics NAEP sampled 
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approximately 7100 fourth graders, 9600 eighth graders, and 9900 twelfth graders. The findings 
from the 2010 NAEP showed that fourth grade students have improved their civic knowledge 
since the 1998 and 2006 assessments. However, there were no significant improvements among 
eighth grade or twelfth grade students (Nation’s Report Card, 2011, p. 1). Hispanic students’ 
scores aggregately improved since the 2006 NAEP in the eighth grade and since the 1998 NAEP 
in all three grades (Nation’s Report Card, 2011, p. 3). The average score of female students in 
the fourth grade increased from the 2006 scores, but the average score of female students in the 
twelfth grade dropped from the corresponding score levels in 2006 and 1998 (Nation’s Report 
Card, 2011, p. 3). On the 2014 Civics NAEP, only twenty-three percent of eighth grade students 
“demonstrated a solid performance or better” (Hefling, 2015). Only two percent of the eighth 
grade students sampled in the 2014 NAEP for Civics had scores at the advanced level (Hefling, 
2015). Michelle Herczog, who was the President of the National Council for the Social Studies 
when the 2014 results were released, stated that the results “point to a need for immediate 
action” (Hefling, 2015).  
 Scholars have also acknowledged concerns regarding the current state of citizenship 
education in K-12 U.S. schools. Westheimer and Kahne (2003) concluded that civic education is 
receiving “inadequate attention” because some states are responding to pressure to raise 
standardized test scores in mathematics, reading, and science (p. 14). Jamieson (2013) identified 
five challenges facing civic education in schools currently (p. 66). The first challenge is that 
governments, both state and federal, are not prioritizing the provision of high quality civic 
education as evidenced by inconsistent civics course offerings and a widespread lack of 
meaningful assessments in civics. The second challenge Jamieson (2013) identifies is that social 
studies textbooks do not necessarily help develop the requisite skills of an informed, engaged 
citizen. The third challenge is persisting differences between upper- and lower-class students 
NORTH CAROLINA AND NATIONAL CIVICS STANDARDS 24 
regarding access and outcomes. The fourth challenge is widespread funding cuts, which hinder 
curriculum changes. The fifth challenge that Jamieson (2013) identifies is the polarized nature of 
the United States’ political climate, which “increases the likelihood that curricular changes will 
be cast as advancing a partisan agenda” (p. 66). Stolte, Isenbarger, and Cohen (2014) also 
recognized a civic empowerment gap, which relates to the third challenge Jamieson (2013) 
identified. Stolte et al. (2014) reported, “Historically disadvantaged individuals – due to race and 
ethnicity, class, immigration status, and beyond – have lower levels of civic motivation, 
knowledge, skills, and participation” (p. 44 citing Levinson 2010 & 2012). They also state that 
this gap is more ostensible among youth, who are generally less engaged than adults overall (p. 
44 citing Levinson 2010 & 2012). 
 Government bodies have introduced a few different initiatives recently to combat a 
perceived lack of understanding of civics in the United States. The United States Department of 
Education created a professional development grant program two years ago entitled Supporting 
Effective Educator Development (SEED). Congress recently passed an omnibus bill to provide 
continued funding for SEED, some of which will specifically be dedicated to “civic education 
instruction” (Congressional Support for Civic Education, 2015). This funding will be used to 
offer professional development to educators of civics. In 2014, the United States Senate passed 
Senate Resolution 427, “[e]xpressing the sense of the Senate about the importance of effective 
education programs in schools in the United States” (S. Res. 427, 2014, p. 1). In 2015, the Senate 
slightly modified the Resolution and passed it again as Senate Resolution 150. The Resolutions 
recognize, 
[R]esearch shows that too few people in the United States understand basic principles of 
the constitutional government of the United States, such as the natural rights set forth in 
the Declaration of Independence, the existence and functions of the 3 branches of the 
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Federal Government, checks and balances, and other concepts fundamental to informed 
citizenship. (S. Res. 427, 2014, p. 2 & S. Res. 150, 2015, p. 2). 
In January of 2015, Arizona became the first U.S. state to require students to pass the U.S. 
Immigration and Naturalization civics test in order to graduate from high school (Neuman, 
2015). Students will take the test for the first time in the eighth grade, and they can continue to 
retake the test until they pass it by correctly answering 60 of the 100 questions on the test. This 
change will be implemented beginning in 2017, and the Joe Foss Institute, which is an 
enthusiastic advocate of the test, would like to see all fifty states adopt this policy by the same 
year (Neuman, 2015). 
 Shortly after the 2010 NAEP results revealed that only twenty-five percent of the fourth, 
eighth, and twelfth grade students sampled showed that their knowledge of civics was 
“proficient,” Massachusetts, Illinois, and Virginia created task forces dedicated to civic 
education (Delander, 2014, p. 1). These task forces were mandated through legislation and intend 
to evaluate the current state of civic knowledge within schools and provide suggestions to 
improve upon the problem. In 2007, Alaska’s legislature authorized the creation of the Citizens’ 
Advisory Task Force on Civics Education Policy, and, also in 2007, Oregon authorized the 
creation of a task force centered on civics and financial education (Delander, 2014, p. 3). 
Governments across the United States are recognizing the need to promote and develop civic 
education, and they have begun to respond through actions such as these. 
Weak Versus Strong Framing in Standards 
 The continued use of state standards in social studies is another common action among 
state governments. Standards impact what teachers implement in the classroom, and, as the 
present study evaluates standards, it is pertinent to discuss how standards are framed. Bernstein 
(1975) defined frame as, “the degree of control teacher and pupil possess over the selection, 
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organization, pacing and timing of the knowledge transmitted and received in the pedagogical 
relationship” (p. 89 cited in Sleeter & Stillman, 2005, p. 29). Standards with strong framing leave 
less control in the hands of teachers and students, whereas standards with weak framing offer 
teachers and students more control and autonomy. Since the beginning of the standards 
movement in the 1980s, which focused on promoting the United States’ economy and the 
national sovereignty and security of the United States (Sleeter & Stillman, 2005, p. 31 citing 
Coles, 2000 & Engels, 2000), “the general paradigm shifted…from weak framing to strong 
framing, using science to justify certain pedagogies” (Sleeter & Stillman, 2005, p. 32). Standards 
with strong framing, as in the case the Virginia Standards of Learning in Journell’s (2010) study, 
tend to be more specific and detailed; standards with weak framing, such as the North Carolina 
Essential Standards and the standards in the C3 National Framework, tend to be more general 
and open-ended.  
Purpose of Study 
 This study is based on the study of Journell (2010) in which he coded the Virginia 
Standards of Learning (SOLs) for the courses Civics and Economics and U.S. and Virginia 
Government. Journell (2010) coded the SOLs based on seven “forms of citizenship” (p. 351). He 
found that standards supporting a conservative ideological position were prevalent and 
determined that the “fact-based nature of the standards also lends itself to a simplistic approach 
to civic understanding” (Journell, 2010, p. 356). Journell (2010) also called for teachers to 
emphasize participation and social justice more in their classrooms (p. 357). The present study 
replicates Journell’s (2010) study in an evaluation of North Carolina Essential Standards and 
standards of the C3 National Framework. It is important to expand upon Journell’s (2010) 
findings by examining the standards of other states and national standards in order to identify 
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pervasive trends concerning the prioritization of citizenship education objectives in government-
issued standards. 
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Methodology 
Research Design 
I conducted a multiple case study evaluating two sets of curriculum standards and 
grouping them into discourse categories based on different dimensions of citizenship education. 
This study was based on the previous work of Journell (2010), who examined the Virginia 
Standards of Learning for the courses Civics and Economics and U.S. and Virginia Government. 
For the purposes of the current study, one set of standards examined is the North Carolina 
Essential Standards within the concentration of Civics and Government for the course Civics and 
Economics within the general subject of Social Studies for high school. This course is typically 
taken in North Carolina by 9th or 10th grade students. These North Carolina Essential Standards 
are attached in Appendix A. The other set of standards examined is the Civics Standards of the 
College, Career, & Civic Life (C3) Framework for Social Studies State Standards, which is a 
national framework of standards. Within this framework, I looked specifically at Dimension 2, 
which focuses on “Applying Disciplinary Tools and Concepts”. It is the only dimension of the 
C3 Framework that is divided into content-specific subsections. Therefore, the standards of 
Dimension 2 were chosen for categorization based on the ability to isolate standards that are 
tailored specifically to civics as a subject. Additionally, I examined only the C3 Framework 
standards designed for grades 9 through 12 because Civics and Economics, the North Carolina 
course for which I examined standards, is offered at the high school level. These C3 Framework 
standards are attached in Appendix B. I carefully read and considered the various components of 
each standard and noted every discourse category that is represented in each based on the 
definitions described in the Data Analysis section below. 
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Sample and Data Collection 
I selected North Carolina’s standards for evaluation because I completed my K-12 
education, undergraduate education, and teacher-training program in North Carolina and have a 
future goal of teaching middle school or high school social studies in North Carolina. I located 
the North Carolina Curriculum Standards on the LEARN NC website, and the specific standards 
I examined can be found listed under the subject “Social Studies” under the course “Civics and 
Economics” and under the concentration “Civics and Government” 
(http://www.learnnc.org/?standards=Social_Studies--Civics_and_Economics--All_Standards--0). 
The C3 National Framework was developed “to provide states with voluntary guidance for 
upgrading existing social studies standards” (NCSS, 2013, p. 6). I chose to evaluate the C3 
Framework standards because they were published recently, and it should be interesting to 
compare and contrast the North Carolina state standards to the recommended standards of the 
National Framework. Further, both sets of standards are essential standards that provide broad 
topics that instruction should cover rather than articulate every detail that students should know 
at a point of mastery. In other words, these standards use weak, rather than strong, framing. This 
shared characteristic makes comparison and contrast more conceivable. 
Data Analysis 
The discourse categories that I used for sorting the standards were those used by Journell 
(2010) in the study that I replicated; I examined North Carolina Essential Standards and C3 
Framework national standards whereas Journell examined Virginia Standards of Learning. I did 
not compare the specific content of each standard in the two sets I examined, but I instead 
compared the discourse categories of citizenship education represented in the standards and the 
extent to which each discourse category is represented. The process was a qualitative analysis 
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based on the content of the standards. I used the same categories as Journell (2010); these 
categories are described in detail below. 
In his study of Virginia state standards, Journell (2010) categorized the Virginia 
Standards of Learning (SOLs) for Civics and Economics and U.S. and Virginia Government into 
the following categories: civic republicanism, character education, deliberative citizenship, social 
justice, participatory citizenship, transnational citizenship education, and cosmopolitanism 
(Journell, 2010). He generated these discourse categories based on a synthesis of existing 
literature. The articles he utilized and the articles from which I have drawn the distinguishing 
characteristics of each discourse category are Knight Abowitz and Harnish (2006), Ravich and 
Finn (1987), Butts (1998), Damon (2001), Ravitch (2006), Farr Darling (2002), Noddings 
(1988), Leming (2001), Holmes (2001), Farr Darling (2006), Gutmann and Thompson (2004), 
Ayers (1998), Vinson (2006), Young (1992), Westheimer and Kahne (1998; 2004), Kahne and 
Westheimer (2003; 2006), Hart, Donnelly, Youniss, and Atkins (2007), Kahne and Sporte 
(2008), Counts (1932), Rugg (1933), Merryfield and Subedi (2006), Myers (2006), Hicks (2003), 
and Ahmad and Szpara (2005). 
Civic republicanism and character education discourses. Journell (2010) grouped the 
civic republicanism and character education discourses together as distinct from the group of 
liberal citizenship discourses. 
Civic republicanism discourse. Identifying characteristics for standards that fell into the 
discourse category of civic republicanism were an emphasis on shared national ethos, school-
encouraged patriotism, citizen cooperation with government bodies, citizen participation in the 
political process, and the preparation of citizens to enter the “political economy” (Journell, 2010, 
p. 353). 
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Character education discourse. Character education focuses on cultivating morality 
within students (Journell, 2010). Though character education is sometimes presented in the 
context of its prioritization over the nationalism of civic republicanism, it is often seen as a tool 
for binding together different cultures and creating a productive society. In order for a standard 
to fall into this discourse category for the purposes of this study, the standard must require 
students to consider their own character and morality rather than to study positive character traits 
from an abstract and academic viewpoint alone. 
Liberal citizenship discourses. Journell (2010) characterized the five remaining 
discourses, which he grouped together under the label of liberal citizenship discourses, as the 
“antithesis to civic republicanism and character education” (Journell, 2010, p. 353). 
Deliberative citizenship discourse. The deliberative citizenship discourse is based on the 
Gutmann and Thompson (2004) concept of deliberative democracy. This discourse promotes 
public debate on political issues and contentious topics, and it hinges on reciprocity, 
accountability, liberty, and opportunity (Journell, 2010). Journell (2010) noted that both the 
social justice and participatory discourses typically employ deliberation, but he recognized that 
each constitutes a unique category of citizenship discourses. I have also included standards that 
require deliberative thinking in this discourse category. Instructive verbs often served to indicate 
that a standard belongs in the deliberative citizenship discourse category. Examples of these 
verbs include “evaluate,” “analyze,” “compare,” and “critique.” Though these verbs to not 
necessarily refer to actual dialogue or debate, they require students to use deliberative thinking 
skills. 
Social justice discourse. The social justice discourse promotes student exploration and 
discussion of “societal injustice and oppression” in order to create change in society (Journell, 
2010, p. 353). A focus on the five existing types of societal oppression, which are exploitation, 
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marginalization, powerlessness, cultural imperialism, and violence, in combination with civic 
action comprises civic education according to Vinson (2006) (citing Young, 1992 in Journell, 
2010).  
Participatory citizenship discourse. The participatory citizenship discourse aims to teach 
and guide students to apply “skills of civic engagement, such as public speaking, awareness, and 
diligence” (Journell, 2010, p. 354). Local engagement is especially encouraged. Some of the best 
results of the participatory citizenship discourse have come from working on non-hypothetical 
projects, working with other students to complete a project, and taking part in community service 
in high school. Fostering student agency for the sake of improving society is a feature of both the 
social justice and participatory citizenship discourses. A standard must require students to 
actively engage in an activity in order for the standard to fall into the participatory discourse 
category; if the standard required that students learn about citizen participation but not engage in 
it themselves, it fell into the civic republicanism discourse category. 
Transnational citizenship education discourse. The transnational citizenship education 
discourse promotes student agency at a global level (Journell, 2010). Citizenship education in the 
transnational discourse highlights the growing trend of “economic, social, and cultural 
globalization of nation-states” (Knight Abowitz and Harnish, 2006 in Journell, 2010, p. 354). A 
component of this discourse is the replacement of the “traditional Eurocentric curriculum” with a 
curriculum more focused on multicultural topics (Merryfield and Subedi, 2006 in Journell, 2010, 
p. 354). Students studying within the transnational discourse should identify connections 
between local and global matters. 
Cosmopolitanism. Cosmopolitanism as a discourse focuses on issues that affect everyone 
living in a global society and conveys to students that addressing these issues is part of their 
responsibility (Journell, 2010). Students should think about themselves as world citizens as they 
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seek to solve these issues that exist in the environmental, economic, and social realms. 
Cosmopolitanism addresses issues such as human rights violations, genocide, and environmental 
pollution. The universal ideals or values of cosmopolitanism include peace, cooperation, and 
compassion.  
Other Considerations. The authors of the C3 Framework provided explanatory text 
before each of the three sections into which the standards are divided. These three sections are 
Civic and Political Institutions, which encompasses the standards D2.Civ.1.9-12. through 
D2.Civ.6.9-12.; Participation and Deliberation: Applying Civic Virtues and Democratic 
Principles, which includes the standards D2.Civ.7.9-12. through D2.Civ.10.9-12.; and Processes, 
Rules, and Laws, which comprises the standards D2.Civ.11.9-12. through D2.Civ.14.9-12. In the 
explanatory text of the second section, Participation and Deliberation: Applying Civic Virtues 
and Democratic Principles, two sets of examples of principles and one set of examples of virtue 
are given. The first set of examples of principles includes, “adherence to the social contract, 
consent of the governed, limited government, legitimate authority, federalism, and separation of 
powers” (NCSS C3 Framework, 2013, p. 33), which relate to the civic republicanism discourse 
category. The second set of examples of principles includes, “equality, freedom, liberty, respect 
for individual rights, and deliberation” (NCSS C3 Framework, 2013, p. 33), which relate to the 
ideals of the cosmopolitanism and social justice discourse categories. The examples of virtue 
offered in the explanatory text are, “honesty, mutual respect, cooperation, and attentiveness” 
(NCSS C3 Framework, 2013, p. 33), which are hallmarks of the character education discourse 
category. Therefore, when a standard in this second section referred to “democratic principles,” I 
related the standard back to the civic republicanism, cosmopolitanism, and social justice 
discourse categories. When a standard mentioned “civic virtues,” I related it back to the character 
education discourse category. 
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When coding, I considered every possible category that could be represented in each 
standard; most standards fell into more than one discourse category and therefore were coded as 
belonging in multiple discourse categories. I also met with Dr. Cheryl Bolick, Associate 
Professor of Education at the University of North Carolina whose area of expertise is social 
studies. She served as a validator that standards had been coded into the correct discourse 
categories. We discussed more than half of the standards and came to agreements about the 
categorization of the standards on which I needed a second opinion. 
NORTH CAROLINA AND NATIONAL CIVICS STANDARDS 35 
Results 
The following section reports the findings on the prevalence of the seven citizenship 
education discourse categories within the North Carolina Essential Standards and C3 Framework 
standards. There were thirty-one total standards in the relevant portion of North Carolina 
Essential Standards. There were fourteen total standards in the relevant portion of the C3 
Framework. 
Table 4.1 presents a comprehensive account of the standards that represented each of the 
seven citizenship discourse categories. The standards with a light gray shaded background are 
North Carolina Essential Standards, and the standards with a dark gray shaded background are 
C3 Framework national standards. A dash (-) in the table indicates that there are no standards in 
that particular set of standards that represent that particular discourse category. 
 
 
 
 
 
 
 
 
 
 
 
 
 
NORTH CAROLINA AND NATIONAL CIVICS STANDARDS 36 
Table 4.1. Categorization of NC Essential Standards and C3 Framework Standards. 
Civic Republicanism 
C&G.1.1, C&G.1.2, C&G.1.3, C&G.1.4, C&G.1.5, C&G.2.1, 
C&G.2.2, C&G.2.3, C&G.2.4, C&G.2.5, C&G.2.6, C&G.2.7, 
C&G.2.8, C&G.3.1, C&G.3.2, C&G.3.3, C&G.3.4, C&G.3.5, 
C&G.3.6, C&G.3.7, C&G.3.8, C&G.4.1, C&G.4.2, C&G.4.3, 
C&G.4.4, C&G.4.5, C&G.5.1, C&G.5.2, C&G.5.3, C&G.5.4, 
C&G.5.5 
D2.Civ.1.9-12., D2.Civ.2.9-12., D2.Civ.3.9-12., D2.Civ.4.9-12., 
D2.Civ.6.9-12., D2.Civ.7.9-12., D2.Civ.8.9-12., D2.Civ.10.9-12., 
D2.Civ.11.9-12., D2.Civ.12.9-12., D2.Civ.13.9-12. 
Character Education - D2.Civ.7.9-12. 
Deliberative Citizenship 
C&G.1.3, C&G.2.3, C&G.2.6, C&G.2.7, C&G.2.8, C&G.3.1, 
C&G.3.3, C&G.3.4, C&G.3.8, C&G.4.1, C&G.4.3, C&G.4.4, 
C&G.5.1, C&G.5.3, C&G.5.4, C&G.5.5 
D2.Civ.2.9-12., D2.Civ.3.9-12., D2.Civ.4.9-12., D2.Civ.5.9-12., 
D2.Civ.6.9-12., D2.Civ.8.9-12., D2.Civ.9.9-12., D2.Civ.10.9-12., 
D2.Civ.11.9-12., D2.Civ.12.9-12., D2.Civ.13.9-12., D2.Civ.14.9-
12. 
Social Justice 
C&G.2.6, C&G.2.7, C&G.3.4, C&G.3.7, C&G.3.8, C&G.4.4, 
C&G.4.5, C&G.5.5 
D2.Civ.5.9-12., D2.Civ.7.9-12., D2.Civ.8.9-12., D2.Civ.10.9-12., 
D2.Civ.14.9-12. 
Participatory Citizenship - D2.Civ.7.9-12., D2.Civ.9.9-12. 
Transnational Citizenship 
Education 
C&G.2.5, C&G.4.1, C&G.4.5, C&G.5.3, C&G.5.4, C&G.5.5 
D2.Civ.1.9-12., D2.Civ.2.9-12., D2.Civ.3.9-12., D2.Civ.5.9-12., 
D2.Civ.11.9-12., D2.Civ.12.9-12. 
Cosmopolitanism 
C&G.1.2, C&G.1.4, C&G.2.1, C&G.2.7, C&G.3.1, C&G.3.5, 
C&G.3.7, C&G.3.8, C&G.4.1, C&G.4.4, C&G.4.5, C&G.5.3, 
C&G.5.4, C&G.5.5 
D2.Civ.5.9-12., D2.Civ.7.9-12., D2.Civ.8.9-12., D2.Civ.10.9-12., 
D2.Civ.12.9-12., D2.Civ.14.9-12. 
 
 The findings relating to the North Carolina Essential Standards and C3 Framework 
national standards will be presented separately. 
North Carolina Essential Standards 
 From most to least prevalent, the discourse categories represented in the North Carolina 
Essential Standards are civic republicanism, deliberative citizenship, cosmopolitanism, social 
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character education or participatory citizenship discourse categories. Figure 4.1 is a bar graph 
displaying the total number of North Carolina Essential Standards that fell into each discourse 
category. Figure 4.2 is a bar graph displaying what percentage of the thirty-one total standards 
fell into each of the discourse categories. 
 
Figure 4.1. Number of NC Essential Standards That Include Each Discourse Category. 
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Figure 4.2. Percent of NC Essential Standards That Include Each Discourse Category. 
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A second example, NC Essential Standard C&G.3.2, states, “Compare lawmaking 
processes of federal, state and local governments (e.g., committee system, legislative process, 
bills, laws, veto, Filibuster, Cloture, Proposition, etc.).” This standard directly relates to the 
political process of the United States and how processes within government bodies operate, 
which aligns with the characteristics of the civic republicanism discourse. 
A final example representing the civic republicanism discourse category is NC Essential 
Standard C&G.4.2, which is, “Explain how the development of America’s national identity 
derived from principles in the Declaration of Independence, US Constitution and Bill of Rights 
(e.g., inalienable rights, consent of the governed, popular sovereignty, religious and political 
freedom, separation of powers, etc.).” This standard addresses the United States’ national 
identity based on principles, which forms the country’s national ethos. The standard also 
incorporates founding documents of the country, which helped form the basis of the nation’s 
government bodies and political process. 
Deliberative citizenship. The deliberative citizenship discourse is present in 
approximately half of the North Carolina Essential Standards; it is the second most prevalent 
discourse category in this set of standards. C&G.2.6, C&G.3.3, and C&G.5.4 are illustrative 
examples of standards that represent the deliberative citizenship discourse category. These three 
examples are discussed below. 
North Carolina Essential Standard C&G.2.6 states, “Evaluate the authority federal, state 
and local governments have over individuals’ rights and privileges (e.g., Bill of Rights, 
Delegated Powers, Reserved Powers, Concurrent Powers, Pardons, Writ of habeas corpus, 
Judicial Process, states’ rights, Patriot Act, etc.).” This standard belongs in the deliberative 
citizenship discourse category because the instructive verb in the standard is “evaluate;” this verb 
requires the student to think in a deliberative manner as he or she determines and considers the 
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authority governments have over individuals’ rights and privileges. Additionally, the deliberative 
citizenship discourse incorporates themes of reciprocity and accountability, and these themes can 
be found in standard C&G.2.6. Evaluating the authority that government at various levels has 
over individuals’ rights and privileges requires students to consider whether the reciprocal 
relationship between government and individuals is fair; the process also requires students to 
consider whether the government is being held accountable in how they use the authority they 
have over individuals’ rights and privileges. Considering individuals’ rights and privileges also 
ties into the deliberative citizenship theme of liberty. 
A second illustrative standard for this discourse category is C&G.3.3, which is, “Analyze 
laws and policies in terms of their intended purposes, who has authority to create them and how 
they are enforced (e.g., laws, policies, public policy, regulatory, symbolic, procedural, etc.).” 
This standard is representative of the deliberative citizenship discourse category because the 
instructive verb employed in the standard, “analyze,” requires students to critically examine 
various facets of laws and policies. This analysis is a deliberative thinking process. Students will 
have to especially consider what the intended purposes of laws and policies are, as these are not 
always immediately evident. Students’ analyses of this standard will also likely draw upon 
themes of reciprocity and accountability of the government, which relate to important 
components of the deliberative citizenship discourse. 
NC Essential Standard C&G.5.4 is another exemplary standard for the deliberative 
citizenship discourse category. It states, “Explain how conflict between constitutional provisions 
and the requirements of foreign policy are resolved (e.g., the power of Congress to declare war 
and the need for the president to make expeditious decisions in times of international emergency, 
the power of the President to make treaties and the need for the Senate to approve them).” This 
standard requires students to consider and articulate how different branches of government 
NORTH CAROLINA AND NATIONAL CIVICS STANDARDS 41 
balance their power when approaching foreign policy matters. Discussion about the distribution 
and use of power, especially when it is related to international issues, can generate tension, and 
addressing contentious topics is a component of the deliberative citizenship discourse. 
Interestingly, this standard employs a decidedly non-deliberative instructive verb: “explain.” 
However, the concepts that the students must explain are complex and contentious enough that 
understanding and explaining them will require students to think deliberatively. 
 Cosmopolitanism. The cosmopolitanism discourse is represented in approximately forty-
five percent of the North Carolina Essential Standards; this discourse category is the third most 
prevalent in this set of standards. The standards C&G.1.2, C&G.2.1, and C&G.5.3 are examples 
of these standards, which serve to exhibit the essence of the discourse category. They are 
discussed in further detail below. 
NC Essential Standard C&G.1.2, “Explain how the Enlightenment and other contributing 
theories impacted the writing of the Declaration of Independence, the US Constitution and the 
Bill of Rights to help promote liberty, justice, and equality (e.g., natural rights, classical theories 
of government, Magna Carta, Montesquieu, Locke, English Bill of Rights, etc.),” incorporates 
the ideals of liberty, justice, and equality as well as the value of people’s rights. The standard 
addresses how the Enlightenment and other prevailing theories of that historical period informed 
the United States’ founding documents, which incorporated these ideals and values. These are all 
important characteristics of the cosmopolitanism discourse category. 
NC Essential Standard C&G.2.1 emphasizes the preservation of order, security, the 
welfare of the public, and the protection of citizens, which are universal ideals that the 
cosmopolitanism discourse category values. This standard states, “Analyze the structures of 
national, state and local governments in terms of ways they are organized to maintain order, 
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security, welfare of the public and the protection of citizens (e.g., federalism, the three branches, 
court system, jurisdictions, judicial process, agencies, etc.).”  
A final example selected to illustrate the cosmopolitanism discourse category is NC 
Essential Standard C&G.5.3, “Analyze national, state and local government agencies in terms of 
how they balance interests and resolve conflicts (e.g., FBI, SBI, DEA, CIA, National Guard 
Reserves, magistrates, Better Business Bureau, IRS, Immigration and Naturalization, FEMA, 
Homeland Security, ATF, etc.).” This standard addresses how well government agencies balance 
interests, which is an evaluation of how well they are realizing the universal ideal of cooperation. 
The standard also addresses how well these government agencies resolve conflicts, which is a 
component of realizing the universal ideal of peace. 
 Social justice. The social justice discourse is present in eight North Carolina Essential 
Standards, which is approximately one quarter of the total set of standards. Representative 
examples of standards that incorporate characteristics of the social justice discourse include 
C&G.3.7, C&G.3.8, and C&G.4.5. 
Standard C&G.3.7 emphasizes the importance of the rights of people who are part of the 
criminal judicial process. This standard reads, “Summarize the importance of the right to due 
process of law for individuals accused of crimes (e.g., habeas corpus, presumption of innocence, 
impartial tribunal, trial by jury, right to counsel, right against self-incrimination, protection 
against double jeopardy, right of appeal).” These individuals in the criminal justice system are 
vulnerable to societal oppression in the form of exploitation, marginalization, or violence, 
according to the definition of the social justice discourse category. 
A second illustrative standard for the social justice discourse category is North Carolina 
Essential Standard C&G.3.8, which states, “Evaluate the rights of individuals in terms of how 
well those rights have been upheld by democratic government in the United States.” The 
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protection of rights, which is emphasized in this standard, is important to reaching the goals of 
the social justice discourse. Evaluating how well the “rights of individuals” have been upheld 
requires examining whether the rights of those vulnerable to social oppression have been upheld 
as well. Those who have been exploited or marginalized and those who experience or have 
experienced powerlessness, cultural imperialism, or violence can be especially vulnerable to not 
having their rights protected. 
A final example for this discourse category, NC Essential Standard C&G.4.5, is, “Explain 
the changing perception and interpretation of citizenship and naturalization (e.g., aliens, 
Interpretations of the 14th amendment, citizenship, patriotism, equal rights under the law, etc.).”  
Immigrant populations are another group of people whom the goals of social justice discourse 
serve to protect. Further, a few of the suggested additional topics to incorporate, including 
“aliens,” “Interpretations of the 14th amendment,” and “equal rights under the law,” tie into the 
themes of social justice that focus on protecting the most vulnerable. 
Transnational citizenship education. The transnational citizenship education discourse 
is present in six of the relevant North Carolina Essential Standards, which is approximately 
twenty percent of this set. This discourse category is the least prevalent discourse category of 
those that are present in at least one of the standards. C&G.2.5, C&G.4.5, and C&G.5.5 serve as 
illustrative examples of standards that fall into the transnational citizenship education discourse 
category. These examples are explained in more detail below. 
North Carolina Essential Standard C&G.2.5 reads, “Compare [the] United States system 
of government within the framework of the federal and state structures as well as in how they 
relate with governmental systems of the other nations (e.g., Republicanism, federalism).” This 
standard incorporates multicultural studies by requiring students to examine the structures of 
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international systems of government. This standard also encourages students to find connections 
between the U.S. and other countries in terms of how their governments are organized. 
A second example of a standard that belongs in the transnational citizenship education 
discourse category is C&G.4.5. This standard states, “Explain the changing perception and 
interpretation of citizenship and naturalization (e.g. aliens, Interpretations of the 14th amendment, 
citizenship, patriotism, equal rights under the law, etc.).” C&G.4.5 falls into this discourse 
category because it incorporates the themes of immigration and naturalization. These processes 
inherently involve other countries, the countries that the immigrants are leaving, so this standard 
incorporates multicultural topics and international affairs, which are transnational in nature. 
A final example of a standard within the transnational citizenship education discourse 
category is C&G.5.5, “Analyze the development and implementation of domestic and foreign 
policy by outlining opposing arguments on major issues and their efforts toward resolutions (e.g., 
health care, education, immigration, regulation of business and industry, foreign aid, intervention 
abroad, etc.).” This standard requires students to consider foreign policy, which is a transnational 
topic. Additionally, foreign policy considerations will increase as globalization increases, and 
globalization is an important aspect of the transnational citizenship education discourse. Several 
examples listed in the standards, including “immigration,” “foreign aid,” and “intervention 
abroad,” are transnational in nature as well.  
Character education. There were no standards within the relevant North Carolina 
Essential Standards that meet the qualifications of the character education discourse category. 
None of these standards require students to work toward cultivating their own morality. 
Participatory citizenship. No standards within the examined set of North Carolina 
Essential Standards fell into the participatory citizenship discourse category because none of 
these standards require students to actively engage in civic activities. 
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C3 Framework National Standards 
 Listed in order from most to least prevalent, the discourse categories represented in the 
C3 Framework national standards for Civics are deliberative citizenship, civic republicanism, 
transnational citizenship education and cosmopolitanism (tie), social justice, participatory 
citizenship, and character education. Figure 4.3 is a bar graph displaying the number of standards 
in the C3 Framework that fell into each discourse category. Figure 4.4 is a bar graph displaying 
what percentage of the fourteen total C3 Framework standards fell into each discourse category. 
 
Figure 4.3. Number of C3 Framework Standards That Include Each Discourse Category. 
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Figure 4.4. Percent of C3 Framework Standards That Include Each Discourse Category. 
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some form of deliberative discussion or debate, which is also a component of the discourse 
category. 
A second example of a standard that belongs in this discourse category is D2.Civ.13.9-
12., which states, “Evaluate public policies in terms of intended and unintended outcomes, and 
related consequences.” This standard employs the instructive verb “evaluate,” which indicates 
that it requires students to use deliberative thinking. Considering both intended and unintended 
outcomes and consequences of public policies should also require students to engage in 
deliberative thinking processes because students will have to determine whether each result is 
intended or not and they may have to predict possible outcomes as well. 
A final example of a standard within the deliberative citizenship discourse category is 
D2.Civ.14.9-12. This standard reads, “Analyze historical, contemporary, and emerging means of 
changing societies, promoting the common good, and protecting rights.” The instructive verb 
“analyze,” which appears in this standard, indicates that the standard requires students to engage 
in deliberative thinking. Additionally, “emerging [emphasis added] means of changing societies, 
promoting the common good, and protecting rights” are likely not obviously discernable because 
they are still developing, so identifying them could require students to think deliberatively. 
Considering emerging means of these processes also gives students to think about opportunity 
because they could make use of these emerging means through their own actions, and 
opportunity is a theme of the deliberative citizenship discourse. Further, the concept of 
protecting rights relates to liberty, which is a theme of the deliberative citizenship discourse as 
well. 
Civic republicanism. Civic republicanism is the second most prevalent discourse in the 
C3 Framework. It is represented in eleven of the fourteen total standards. D2.Civ.1.9-12., 
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D2.Civ.7.9-12., and D2.Civ.11.9-12. are illustrative examples of standards that fall into the civic 
republicanism discourse category. These standards are explained more fully below. 
C3 Framework standard D2.Civ.1.9-12. reads, “Distinguish the powers and 
responsibilities of local, state, tribal, national, and international civic and political institutions.” 
This standard addresses characteristics of government bodies at various levels. The powers and 
responsibilities of these government bodies are components of how they function in the political 
process. 
Another example of a standard within the civic republicanism discourse category, 
D2.Civ.7.9-12., is, “Apply civic virtues and democratic principles when working with others.” 
This standard falls into the civic republicanism discourse category because it mentions 
“democratic principles.” In the explanatory text preceding this standard in the C3 Framework, 
several examples of such principles are given, and they reflect the values of the civic 
republicanism discourse. This consideration is explained more fully in the Data Analysis section 
of the Methodology chapter. 
D2.Civ.11.9-12. also belongs in this discourse category. It states, “Evaluate multiple 
procedures for making governmental decisions at the local, state, national, and international 
levels in terms of the civic purposes achieved.” This standard addresses governmental procedure, 
or the political process, of government bodies at various levels. The standard establishes 
effective functioning of these political processes in terms of the extent to which civic purposes 
are realized. 
 Transnational citizenship education. The transnational citizenship education discourse 
is represented in six of the fourteen total relevant C3 Framework standards, which makes it the 
third most prevalent discourse category, along with the cosmopolitanism discourse. D2.Civ.2.9-
12., D2.Civ.3.9-12., and D2.Civ.11.9-12. are examples of standards that fall into the 
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transnational citizenship education category. These standards are explained in further detail 
below. 
Standard D2.Civ.2.9-12. of the C3 Framework is, “Analyze the role of citizens in the 
U.S. political system, with attention to various theories of democracy, changes in Americans’ 
participation over time, and alternative models from other countries, past and present.” This 
standard requires students to learn about the role of citizens in other countries’ political systems. 
This evaluation should also lead students to find commonalities between the United States’ and 
other countries’ models for citizenship. 
A second example of a standard within the transnational citizenship education discourse 
category is D2.Civ.3.9-12. It states, “Analyze the impact of constitutions, laws, treaties, and 
international agreements on the maintenance of national and international order.” The force of 
globalization, which is a component of the transnational citizenship education discourse, is at the 
heart of this standard because the standard addresses how national actions affect the international 
community. Studying international agreements and order in international community in general 
also relate to the multicultural themes of the transnational citizenship discourse. 
D2.Civ.11.9-12. requires students to evaluate governmental procedures for decision-
making at the international level, which involves transnational study. It reads, “Evaluate multiple 
procedures for making governmental decisions at the local, state, national, and international 
levels in terms of the civic purposes achieved.” 
 Cosmopolitanism. The cosmopolitanism discourse is represented in six C3 Framework 
standards, and it is tied as the third most prevalent discourse category with the transnational 
citizenship education discourse. The standards D2.Civ.5.9-12., D2.Civ.8.9-12., and D2.Civ.12.9-
12. are examples of standards in which the cosmopolitanism discourse category is represented, 
and they are explained in more detail below. 
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C3 Framework standard D2.Civ.5.9-12. speaks to addressing problems of society and 
problems in politics, which ties into the core cosmopolitanism goal of addressing widespread 
issues in our global society. The standard reads, “Evaluate citizens’ and institutions’ 
effectiveness in addressing social and political problems at the local, state, tribal, national, and/or 
international level.” 
D2.Civ.8.9-12. is, “Evaluate social and political systems in different contexts, times, and 
places, that promote civic virtues and enact democratic principles.” Because this standard 
mentions “democratic principles,” it belongs in the cosmopolitanism discourse category. In the 
explanatory text that precedes this standard in the C3 Framework, several examples of such 
principles are provided, and they reflect the ideals of the cosmopolitanism discourse. A more 
detailed explanation of this consideration can be found in the Data Analysis section of the 
Methodology chapter. 
Standard D2.Civ.12.9-12. also falls into the cosmopolitanism discourse category. It 
states, “Analyze how people use and challenge local, state, national, and international laws to 
address a variety of public issues.” Confronting public issues relates to the goal of the 
cosmopolitanism discourse of addressing issues that affect our global society. This standard does 
not dictate that students should address these issues themselves, as the discourse encourages, but 
it at least involves considering how other people are doing this. 
 Social justice. The social justice discourse is the fifth most prevalent discourse category 
in the C3 Framework standards. It is represented in five of the fourteen total standards, which is 
approximately thirty-five percent. D2.Civ.5.9-12., D2.Civ.10.9-12., and D2.Civ.14.9-12. serve as 
illustrative examples of standards that fall into this discourse category; these three standards are 
discussed in more detail below. 
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D2.Civ.5.9-12. is an example of a standard that falls into the social justice discourse 
category. This standard reads, “Evaluate citizens’ and institutions’ effectiveness in addressing 
social and political problems at the local, state, tribal, national, and/or international level.” The 
problems related to societal oppression are certainly examples of social and political problems at 
various levels of government, so helping the vulnerable populations that the social justice 
discourse strives to protect aligns with the goals of this standard. 
A second standard within this discourse category, D2.Civ.10.9-12, states, “Analyze the 
impact and the appropriate roles of personal interests and perspectives on the application of civic 
virtues, democratic principles, constitutional rights, and human rights.” This standard falls into 
the social justice discourse category because it mentions various types of rights, and the 
protection of rights is an important theme in the social justice discourse. Additionally, the 
standard mentions “democratic principles,” and one set of such principles provided in the 
explanatory text preceding this standard related to the themes of the social justice discourse 
category. This is explained in more detail in the Data Analysis section of the Methodology 
chapter. 
D2.Civ.14.9-12. is, “Analyze historical, contemporary, and emerging means of changing 
societies, promoting the common good, and protecting rights.” This standard emphasizes the 
importance of protecting rights, which is part of the social justice discourse. Additionally, this 
standard incorporates analyzing “historical, contemporary, and emerging means of changing 
societies,” and creating societal change is a goal of the social justice discourse. 
 Participatory citizenship. The participatory citizenship discourse is the sixth most 
prevalent discourse category in the relevant C3 Framework standards. Only two standards 
represent this discourse category: D2.Civ.7.9-12. and D2.Civ.9.9-12. These two standards are 
explained more fully below. 
NORTH CAROLINA AND NATIONAL CIVICS STANDARDS 52 
Standard D2.Civ.7.9-12. of the C3 Framework states, “Apply civic virtues and 
democratic principles when working with others.” This standard falls into the participatory 
citizenship discourse category because it requires the students themselves to apply the civic 
knowledge and skills they possess. The emphasis of working with others in a group also aligns 
with the goals of the participatory citizenship discourse. 
The second standard that belongs in this discourse category, D2.Civ.9.9-12., is, “Use 
appropriate deliberative processes in multiple settings.” This standard fits into the participatory 
citizenship discourse category because it requires students to engage in the process of 
deliberation, which is a pivotal civic skill. The specific requirement that the students actively 
engage in deliberation means that students meeting this standard are participatory agents. 
Character education. The character education discourse is the least prevalent discourse 
category in the C3 Framework standards. Only one standard, D2.Civ.7.9-12., represents the 
character education discourse category, and it is discussed in more detail below. 
C3 Framework standard D2.Civ.7.9-12. reads, “Apply civic virtues and democratic 
principles when working with others.” This standard belongs in the character education discourse 
category because it mentions “civic virtues.” In the explanatory text preceding this standard in 
the C3 Framework, the provided examples of virtues represent the values supported by the 
character education discourse category. This is explained in more detail in the Data Analysis 
section of the Methodology chapter. Although other standards in the same section of the C3 
Framework, D2.Civ.8.9-12. and D2.Civ.10.9-12., also mention civic virtues, they do not involve 
the students’ active involvement in cultivating their own morality; these standards require that 
students consider the concept civic virtues academically, but only D2.Civ.7.9-12. requires that 
students themselves apply civic virtues. This active engagement with morality on the part of 
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students is required in order for the standard to meet the requirements of the character education 
discourse category. 
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Discussion 
 This study examined the categories of citizenship represented in selected North Carolina 
Essential Standards and C3 National Framework standards. The study’s purpose is to determine 
the extent to which these categories, or conceptions, of citizenship are emphasized and consider 
the implications of the distribution of the citizenship education discourse categories in the 
standards. In order of prevalence, the citizenship education discourse categories represented in 
the relevant North Carolina Essential Standards are civic republicanism (100%), deliberative 
citizenship (51.6%), cosmopolitanism (45.2%), social justice (25.8%), and transnational 
citizenship education (19.4%). The character education and participatory citizenship discourse 
categories are not represented at all in the North Carolina Essential standards. In the relevant 
national C3 Framework standards, the discourse categories represented in order of prevalence are 
deliberative citizenship (85.7%), civic republicanism (78.6%), transnational citizenship 
education and cosmopolitanism (tie at 42.9%), social justice (35.7%), participatory citizenship 
(14.3%), and character education (7.1%). In the two sets of standards combined, the civic 
republicanism discourse category is represented in 93.3 percent of the total number of standards, 
deliberative citizenship in 62.2 percent, cosmopolitanism in 44.4 percent, social justice in 28.9 
percent, transnational citizenship education in 26.7 percent, participatory citizenship in 4.4 
percent, and character education in 2.2 percent. These figures reflect the extent to which each of 
these seven citizenship education discourse categories are emphasized in the standards, thereby 
reflecting the objectives of the civics-related standards. 
 There are a few significant differences between the findings of the present study and 
Journell’s (2010) study, in which the order of prevalence of the discourse categories in the 
Virginia Civics and Economics Standards of Learning (SOLs) were civic republicanism, 
participatory, character education, deliberative and social justice (tie), and transnational, and no 
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standards fell into the cosmopolitan discourse category (p. 355). One difference is that 
deliberative citizenship is emphasized more in the North Carolina Essential Standards and C3 
Framework standards than in the Virginia SOLs. Another striking difference is that participatory 
citizenship and character education were among the most prevalent discourse categories in the 
Virginia SOLs, while the participatory citizenship and character education discourses are only 
represented in two and one C3 Framework standards, respectively, and neither discourse is 
represented in the North Carolina Essential Standards. This is evidence that different states and 
the national framework have varying approaches to citizenship education as each focuses more 
on differing aspects of it, just as the literature reflects multiple conceptions of citizenship 
education. 
 The overwhelming prevalence of the civic republicanism discourse is a second 
noteworthy observation. Especially in the North Carolina Essential Standards, this prevalence 
contrasts with the less pervasive representation of many of the liberal citizenship discourses. This 
relates to the observation, which Journell (2010) made, that “standards, like textbooks and other 
educational materials, are created to perpetuate a certain ideological position” (Journell, 2010, p. 
356 citing Apple, 1979). Journell (2010) conceded that “neutrality is impossible to achieve” 
because of the government’s involvement in mandating standards, so those using the standards 
need to recognize the presence of any asymmetry and correct this lack of balance through their 
instruction (p. 356). As in Journell’s (2010) study, the findings of the present study demonstrated 
an ideological leaning toward standards with a traditional conception of citizenship education. 
These standards, which fell into the civic republicanism discourse category, reflected the views 
of the 1980s backlash period of social studies education history, which emphasized students’ 
competency in knowledge of subjects such as history, geography, and civics (Danker, 2005, p. 
9). 
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 A third important insight from this study is that there was little mention of student agency 
in the standards examined. Standards that fall into the participatory citizenship discourse 
category require active student engagement in civic processes, but only two standards out of the 
total forty-five standards examined fell into this category. The set of North Carolina Essential 
Standards contained no standards that meet the requirements of the participatory citizenship 
discourse category. Contrastingly, the civic republicanism discourse category includes standards 
that require students to learn about participation without necessarily participating themselves, 
and this discourse category was very prevalent. The character education discourse category 
requires students’ active engagement in developing their own morality. Only one standard in all 
forty-five standards examined, and no standards in the set of North Carolina Essential Standards, 
met the requirements of the character education discourse category. The “civic virtues” found in 
standards D2.Civ.7.9-12., D2.Civ.8.9-12., and D2.Civ.10.9-12. refer to the virtues encouraged by 
character education, but only standard D2.Civ.7.9-12. requires students to apply these virtues to 
their own morality. The deliberative citizenship discourse category includes standards that 
require students to actively engage in deliberative processes while considering civic issues, but 
only one standard, D2.Civ.9.9-12., requires this form of active student participation. While the 
deliberative citizenship discourse category is relatively prevalent in both sets of standards 
overall, the vast majority of these standards require students to use deliberative thinking 
processes without necessarily actively participating in deliberation, as in a debate or Socratic 
seminar. 
 This lack of active student engagement and agency contrasts with the literature’s 
emphasis on the purpose of the social studies and civic education to create effective citizens. 
Danker (2005) asserted that, in order for students to become effective citizens, they “need to 
understand that they can influence public policy through activism, and they should be given 
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opportunities to do so while they are still in school” (p. 172). She offered letter-writing 
campaigns or contacting government officials as examples of such activism in school. Danker 
(2005) also encouraged student participation in other civic institutions besides schools, such as 
charities, church groups, or neighborhood improvement societies (p. 172). Pope, Stolte, and 
Cohen (2011) also recognized the need for active student participation through civic education 
through developing civic skills. They declared, “We must broaden standards and thus instruction 
to include skills and motivation in addition to knowledge, embodying not only a broader vision 
of what students need to learn in order to participate in schools and society, but also how students 
learn best” (Pope et al., 2011, p. 270). A focus on developing students’ civic skills is necessary to 
prepare them for participation in civic society at large. Beal et al. (2009) asserted that effective 
citizens should be “reflective, competent, and concerned” which correspond to a metaphor of 
social studies employing the head, the hand, and the heart (p. 31). The competent citizen, whose 
differentiating characteristic corresponds to the hand of the metaphor, possesses a “repertoire of 
skills” (p. 33). Practicing forms of participation through civic education can help students 
develop these skills and, in turn, civic competency. Further, Senate Resolution 150 recognized 
that “student learning is enhanced by well-designed classroom civic and government education 
programs that encourage students to participate in simulations of democratic processes” (S. Res. 
150, 2015, p. 2). The literature clearly affirms that students’ active participation and engagement 
in civic processes is important to developing skills that will make them competent and effective 
citizens. Yet, the standards examined in this study are characterized by a striking lack of 
standards that encourage the promotion of these skills and activities. 
Implications 
 The results of this study have implications for educational policymakers and 
practitioners. One such implication is that the standards should be reexamined and revised to 
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better reflect the stated goals of citizenship education, which include making students into 
actively engaged citizens (Danker, 2005, p. 171; Barr et al., 1978; Barth & Shermis, 1970; 
Barton & Levstik, 2004; Evans, 2004). This policy implication is targeted towards government 
bodies at the state and national level that impact social studies standards. Though this implication 
seems obvious, arguing for a change to the standards to add a greater emphasis to student agency 
and some of the liberal discourse categories more may be difficult. One of the five challenges of 
civic education in schools that Jamieson (2013) identified is the tendency for changes in the 
curriculum to be seen as “advancing a partisan agenda” in a polarized political climate (p. 66). 
This does not imply that similar challenges would arise in a situation in which the standards 
currently advance a political agenda; it is the act of deviating from the status quo that would 
draw attention and criticism. 
 The striking lack of standards in this study that require student agency and participation 
lead one to wonder whether students are participating as effective citizens later in life when they 
gain full citizenship rights. Voting in elections is an example of a positive citizenship behavior 
that relates to the participatory discourse category of citizenship education. In the 2012 election, 
68.3% of all registered voters in North Carolina voted; one of the lowest group voter turnout 
rates was that of youth voters – only 55.1% of eighteen to twenty-five year olds voted 
(Democracy North Carolina Release, 2012). Only 3.9% of all voters in the 2010 election were 
between the ages of eighteen and twenty-five (Cohn, 2014). This figure rose to 10% in the 2012 
election but was still not very impressive (Cohn, 2014). Bob Hall from Democracy North 
Carolina, which is a nonpartisan voting rights organization, explained, “North Carolina has a 
history of low voter participation that goes back to the Jim Crow era, when the poll tax, literacy 
test and other tactics told people that politics is for the privileged, the boss man, not for you” 
(Democracy North Carolina Release, 2012). North Carolina politics are also marked by a divide 
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between “older, culturally Southern and conservative voters” and “younger, more diverse and 
more liberal voters” (Cohn, 2014). Consequently, youth voter turnout has serious political 
implications in North Carolina, where voter turnout is especially disheartening in general and for 
youth in particular. The North Carolina Essential Standards examined in this study included no 
standards that fell into the participatory citizenship discourse category, which suggests that the 
standards should be revised to address this lack of voter turnout for the next generation of 
emerging citizens. 
 An implication for educators based on the results of this study is recognizing the 
importance of teachers as “gatekeepers.” Thornton (2005) claimed, “Gatekeeping seems more 
crucial to curriculum and instruction than the form the curriculum takes” (p. 10). Thornton’s 
(2005) view and a description of the gatekeeping in which teachers engage and to which 
Thornton (2005) was referring can be found in an illustrative selection from Brophy, Prawat, and 
McMahon (1991), 
It appears that the effectiveness of a social studies curriculum for developing students’ 
understanding of and ability to apply its content depends less on what general topics are 
covered than on what content is selected, how that content is organized and presented to 
students and developed through discourse and activities, and how learning is assessed 
through assignments and tests. (p. 187, cited in Thornton, 2005, p. 10). 
This assertion indicates that the decisions that teachers make in their classrooms regarding 
content, presentation, class activities and discussions, and assessments – the decisions related to 
teachers’ gatekeeping – have a greater effect on student learning than the curriculum provided 
through standards. 
 Viewing teachers as gatekeepers is an encouraging perspective considering the results of 
the present study. The gatekeeping of a great teacher can incorporate any elements that they 
NORTH CAROLINA AND NATIONAL CIVICS STANDARDS 60 
deem are missing in the standards into their classroom instruction. Such teachers choose to make 
intentional modifications to teach beyond the standards. A few examples within the standards 
examined for this study can be used to demonstrate how this can be accomplished. For the 
standard C&G.4.5, a teacher could fully meet the standard by lecturing students about the 
“changing perception and interpretation of citizenship and naturalization” and instructing 
students to explain this concept in an essay. However, a teacher could move beyond the 
expectations of the standard, which does not fall into the deliberative citizenship discourse 
category as it is written, and lead students to consider what they think these changing perceptions 
and interpretations are in addition to how and why they have changed and continue to change. In 
this way, a teacher could employ exceptional gatekeeping in order to meet the standard and 
engage students in deliberative thinking and action. For several standards, of which D2.Civ.6.9-
12. and D2.Civ.8.9-12. are a few examples, a teacher could incorporate international 
considerations and perspectives, therefore meeting the standard’s expectations and meeting the 
requirements of the transnational citizenship education discourse category. These “extra-
standard” objectives can be met through intentional modifications as a teacher acts as a 
gatekeeper. This can be especially important if teachers recognize problems, such as low youth 
voter turnout, but the government does not respond by changing standards. In these cases, 
teachers can use their power as gatekeepers to fill gaps in their curriculum and address problems 
they recognize. 
 It is encouraging that teachers can teach beyond the standards to fill gaps, but it is also 
dangerous that students across the state and nation would have to rely on each of their teachers to 
take this extra step. Many of these gaps likely exist as a result of an ideological leaning within 
the standards, as Journell (2010) found in his study (p. 356). As stated above, complete neutrality 
is nearly impossible to achieve in standards, but the reliance on teachers to be exceptional 
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gatekeepers and meet objectives in a variety of discourse categories so that students are prepared 
to become effective citizens does not offer the assurance that this will always happen. This 
serves as an argument in support of the previous implication that the deficiencies in the existing 
standards, especially the North Carolina Essential Standards, should be addressed through 
changes in policy. 
 Another consideration for the results of this study is how standards relate to standardized 
testing. The End of Course test for Civics and Economics in North Carolina was eliminated 
beginning with the 2011-2012 school year (Department of Public Instruction, 2011). However, 
the Founding Principles Act (2011) established, 
The State Board of Education shall require that any high school level curriculum-based 
tests developed and administered statewide beginning with the 2014-2015 academic year 
include questions related to the philosophical foundations of our form of government and 
the principles underlying the Declaration of Independence, the United States Constitution 
and its amendments, and the most important of the Federalist Papers. (Founding 
Principles Act, 2011). 
Thus, statewide standardized testing is still part of the curriculum in North Carolina, and the tests 
are required to include a focus on certain documents and principles. This relates to the present 
study because testing impacts how and whether standards are enforced. As Sleeter and Stillman 
(2005) stated, “Compliance with the standards is enforced mainly through testing and textbooks” 
(p. 39). Journell (2010) cited research demonstrating that increased accountability might not 
influence teachers to change their instruction, but teachers have been shown to focus on the 
material from the curriculum that will be included in the end-of-course assessment (p. 352, citing 
Grant, 2001; Segall, 2003; van Hover, 2006; van Hover & Pierce, 2006; Vogler, 2005). 
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Therefore, standardized testing affects and restricts the decisions teachers make as gatekeepers, 
and it can make them more beholden to the standards. 
 In addition to the concern that standardized testing inhibits teachers’ ability to move 
beyond the standards, there is also the question of whether the relevant learning objectives of 
civic education can be measured with a standardized test. The liberal discourses of citizenship 
education would be especially difficult to assess with multiple-choice questions. Westheimer and 
Kahne (2003) echoed the warning that “lost in the growing pressure to respond to standardized 
tests and curriculum frameworks are opportunities for educators to champion the development of 
the skills, commitments, and capacities needed to participate fully in a democratic society” (p. 
14). Standardized testing blocks opportunities for students to learn applied citizenship skills, and 
this form of testing instead assesses students based on their retention of a narrow scope of 
knowledge, further expanding the implications of existing deficient curriculum standards. 
Limitations 
 There are a number of limitations of which one should be aware while considering the 
results and implications of this study. The complete data consisting all of coded standards in 
Journell’s (2010) examination of the Virginia Standards of Learning was not available, so the 
interpretation of the discourse categories may have been differed somewhat in the present study. 
Additionally, both the North Carolina Essential Standards and the national standards of the C3 
Framework have weak framing while the Virginia Standards of Learning have strong framing. 
This difference in nature of the standards limits any comparison between these two types of 
standards because standards with weak framing are inherently broader while standards with 
strong framing are more specific. 
 Another limitation is that the C3 Framework standards are not designed for one specific 
course. The entire C3 Framework focuses on four disciplines: civics, economics, geography, and 
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history (NCSS C3 Framework, 2013, p. 7). The present study evaluated the standards in the 
civics discipline, but these standards were not designed with the intent to be the standards for one 
complete course as the North Carolina Essential Standards are designed. Within the North 
Carolina Essential Standards, the present study only evaluated the Civics and Government 
concentration of three total concentrations for the course Civics and Economics. These factors 
render comparisons between the two sets of standards imperfect. These considerations also mean 
that the standards examined in the present study do not represent all of the standards required for 
a single course. 
 Further, examining curriculum standards is not a complete analysis of instruction and 
student learning that takes place in the classroom. Classroom activities, textbooks, projects, tests, 
and other instructional materials also affect what students learn. A standards analysis such as this 
can support only limited conclusions about how the standards impact learning and instruction in 
reality. 
Future Directions for Research 
 There are several avenues for future research on this topic that would offer a greater 
understanding of the objectives of citizenship education in United States schools. A future study 
could examine the seven discourse categories used in the present study and the study of Journell 
(2010) with more scrutiny. For example, it might make sense to separate the active deliberation 
and deliberative thinking aspects of the deliberative citizenship discourse categories to improve 
clarity. Additionally, overlap between discourse categories could be eliminated. Standards that 
incorporated rights usually fell into both the social justice and cosmopolitanism discourse 
categories, so a reconceptualization of the standards categories could specify certain keywords 
within each category and attempt to avoid overlap with these keywords. Further research on 
which discourse categories are frequently represented together in the same standards and why 
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this occurs would also be interesting in order to explore whether the repeated juxtaposition of 
certain standards indicates an attempt at advancing certain citizenship education goals. 
 Further research studies could also focus on how the standards impact what actually 
happens in the classroom. The studies could record and evaluate the gatekeeping decisions 
teachers make as they implement the standards, or perhaps not implement the standards or even 
teach beyond the standards, as they instruct their students. They could evaluate which discourse 
categories are present in instruction as well. These studies could include observations of lessons, 
analyses of syllabi, textbooks, classroom assessments, and teacher and student surveys. Studies 
could also be conducted on how standards and discourse categories are represented on 
assessments including statewide summative assessments, Advanced Placement examinations, 
and teacher-designed assessments. 
 Additionally, similar studies to the present study or to the further studies suggested here 
could be conducted on standards for other courses or on standards in other states for comparison. 
The present study expanded upon the study of Journell (2010) on civics-related standards in 
Virginia, and continuing this effort in other subjects and states will provide more information 
about what aspects of citizenship education are being emphasized in standards. Scholars, 
teachers, and policymakers can use this information to determine whether the focuses of the 
standards properly reflect the goals of citizenship education. 
Conclusion 
 This study revealed a moderate amount of variety of the citizenship education discourses 
categories among the examined civics-related sets of standards North Carolina Essential 
Standards and C3 National Framework. However, the overwhelming prevalence of the civic 
republicanism discourse category and the striking lack of standards involving student agency and 
active student engagement revealed a significant lack of balance despite the overall general 
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variety. These trends were evident in both sets of standards but were more extreme in the North 
Carolina Essential Standards. These findings demonstrate that the standards in both cases favor a 
traditional conception of citizenship education through the civic republicanism discourse 
category and that the standards neglect the importance of active student involvement in 
practicing citizenship and civic participation. The findings of this study necessitate a 
reexamination of the standards with the purpose of bolstering requirements of student 
engagement and participation so that students leave school as competent and prepared citizens. 
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Appendix A 
North Carolina Essential Standards, Social Studies (subject), Civics and Economics (course), 
Civics and Government (concentration) 
 
Retrieved from the LEARN NC website on 8/24/15 
 
Civics	  and	  Government	  
Analyze	  the	  foundations	  and	  development	  of	  American	  government	  in	  terms	  of	  principles	  and	  
values.	  
Clarifying	  Objectives	  
C&G.1.1	   Explain	  how	  the	  tensions	  over	  power	  and	  authority	  led	  America's	  founding	  
fathers	  to	  develop	  a	  constitutional	  democracy	  (e.g.,	  mercantilism,	  salutary	  
neglect,	  taxation	  and	  representation,	  boycott	  and	  protest,	  independence,	  
American	  Revolution,	  Articles	  of	  Confederation,	  Ben	  Franklin,	  George	  
Washington,	  John	  Adams,	  Son	  of	  Liberty,	  etc.).	  
C&G.1.2	   Explain	  how	  the	  Enlightenment	  and	  other	  contributing	  theories	  impacted	  
the	  writing	  of	  the	  Declaration	  of	  Independence,	  the	  US	  Constitution	  and	  the	  
Bill	  of	  Rights	  to	  help	  promote	  liberty,	  justice	  and	  equality	  (e.g.,	  natural	  
rights,	  classical	  theories	  of	  government,	  Magna	  Carta,	  Montesquieu,	  Locke,	  
English	  Bill	  of	  Rights,	  etc.).	  
C&G.1.3	   Evaluate	  how	  debates	  on	  power	  and	  authority	  between	  Federalists	  and	  Anti-­‐
Federalists	  have	  helped	  shape	  government	  in	  the	  United	  States	  over	  time	  
(e.g.,	  Hamilton,	  Jefferson,	  Madison,	  Federalist	  Papers,	  strong	  central	  
government,	  protection	  of	  individual	  rights,	  Elastic	  Clause,	  Bill	  of	  Rights,	  
etc.).	  
C&G.1.4	   Analyze	  the	  principles	  and	  ideals	  underlying	  American	  democracy	  in	  terms	  
of	  how	  they	  promote	  freedom	  (i.e.	  separation	  of	  powers,	  rule	  of	  law,	  limited	  
government,	  democracy,	  consent	  of	  the	  governed	  /	  individual	  rights	  -­‐	  life,	  
liberty,	  pursuit	  of	  happiness,	  self-­‐government,	  representative	  democracy,	  
equal	  opportunity,	  equal	  protection	  under	  the	  law,	  diversity,	  patriotism,	  
etc.).	  
C&G.1.5	   Evaluate	  the	  fundamental	  principles	  of	  American	  politics	  in	  terms	  of	  the	  
extent	  to	  which	  they	  have	  been	  used	  effectively	  to	  maintain	  constitutional	  
democracy	  in	  the	  United	  States	  (e.g.,	  rule	  of	  law,	  limited	  government,	  
democracy,	  consent	  of	  the	  governed,	  etc.).	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Analyze	  government	  systems	  within	  the	  United	  States	  in	  terms	  of	  their	  structure,	  function	  and	  
relationships.	  
Clarifying	  Objectives	  
C&G.2.1	   Analyze	  the	  structures	  of	  national,	  state	  and	  local	  governments	  in	  terms	  of	  
ways	  they	  are	  organized	  to	  maintain	  order,	  security,	  welfare	  of	  the	  public	  
and	  the	  protection	  of	  citizens	  (e.g.,	  federalism,	  the	  three	  branches,	  court	  
system,	  jurisdictions,	  judicial	  process,	  agencies,	  etc.).	  
C&G.2.2	   Summarize	  the	  functions	  of	  North	  Carolina	  state	  and	  local	  governments	  
within	  the	  federal	  system	  of	  government	  (e.g.,	  local	  charters,	  maintain	  a	  
militia,	  pass	  ordinances	  and	  laws,	  collect	  taxes,	  supervise	  elections,	  
maintain	  highways,	  types	  of	  local	  governments,	  etc.).	  
C&G.2.3	   Evaluate	  the	  U.S.	  Constitution	  as	  a	  "living	  Constitution"	  in	  terms	  of	  how	  the	  
words	  in	  the	  Constitution	  and	  Bill	  of	  Rights	  have	  been	  interpreted	  and	  
applied	  throughout	  their	  existence	  (e.g.,	  precedents,	  rule	  of	  law,	  Stare	  
decisis,	  judicial	  review,	  supremacy,	  equal	  protections,"establishment	  
clause",	  symbolic	  speech,	  due	  process,	  right	  to	  privacy,	  etc.).	  
C&G.2.4	   Compare	  the	  Constitutions	  and	  the	  structures	  of	  the	  United	  States	  and	  
North	  Carolina	  governments	  (e.g.,	  the	  various	  NC	  Constitutions,	  Bill	  of	  
Rights,	  Declaration	  of	  Rights,	  Preambles,	  the	  organization	  of,	  the	  powers	  of,	  
responsibilities,	  etc.).	  
C&G.2.5	   Compare	  United	  States	  system	  of	  government	  within	  the	  framework	  of	  the	  
federal	  and	  state	  structures	  as	  well	  as	  in	  how	  they	  relate	  with	  governmental	  
systems	  of	  other	  nations	  (e.g.	  Republicanism,	  federalism).	  
C&G.2.6	   Evaluate	  the	  authority	  federal,	  state	  and	  local	  governments	  have	  over	  
individuals'	  rights	  and	  privileges	  (e.g.,	  Bill	  of	  Rights,	  Delegated	  Powers,	  
Reserved	  Powers,	  Concurrent	  Powers,	  Pardons,	  Writ	  of	  habeas	  corpus,	  
Judicial	  Process,	  states'	  rights,	  Patriot	  Act,	  etc.).	  
C&G.2.7	   Analyze	  contemporary	  issues	  and	  governmental	  responses	  at	  the	  local,	  
state,	  and	  national	  levels	  in	  terms	  of	  how	  they	  promote	  the	  public	  interest	  
and/or	  general	  welfare	  (e.g.,	  taxes,	  immigration,	  naturalization,	  civil	  rights,	  
economic	  development,	  annexation,	  redistricting,	  zoning,	  national	  security,	  
health	  care,	  etc.).	  
C&G.2.8	   Analyze	  America's	  two-­‐party	  system	  in	  terms	  of	  the	  political	  and	  economic	  
views	  that	  led	  to	  its	  emergence	  and	  the	  role	  that	  political	  parties	  play	  in	  
American	  politics	  (e.g.,	  Democrat,	  Republican,	  promotion	  of	  civic	  
responsibility,	  Federalists,	  Anti-­‐Federalists,	  Influence	  of	  third	  parties,	  
precincts,	  "the	  political	  spectrum",	  straight	  ticket,	  canvass,	  planks,	  platform,	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etc.).	  
Analyze	  the	  legal	  system	  within	  the	  United	  States	  in	  terms	  of	  the	  development,	  execution	  and	  
protection	  of	  citizenship	  rights	  at	  all	  levels	  of	  government.	  
Clarifying	  Objectives	  
C&G.3.1	   Analyze	  how	  the	  rule	  of	  law	  establishes	  limits	  on	  both	  the	  governed	  and	  
those	  who	  govern	  while	  holding	  true	  to	  the	  ideal	  of	  equal	  protection	  under	  
the	  law	  (e.g.,	  the	  Fourteenth	  Amendments,	  Americans	  with	  Disabilities	  Act,	  
equal	  opportunity	  legislation).	  
C&G.3.2	   Compare	  lawmaking	  processes	  of	  federal,	  state	  and	  local	  governments	  (e.g.,	  
committee	  system,	  legislative	  process,	  bills,	  laws,	  veto,	  Filibuster,	  Cloture,	  
Proposition,	  etc.).	  
C&G.3.3	   Analyze	  laws	  and	  policies	  in	  terms	  of	  their	  intended	  purposes,	  who	  has	  
authority	  to	  create	  them	  and	  how	  they	  are	  enforced	  (e.g.,	  laws,	  policies,	  
public	  policy,	  regulatory,	  symbolic,	  procedural,	  etc.).	  
C&G.3.4	   Explain	  how	  individual	  rights	  are	  protected	  by	  varieties	  of	  law	  (e.g.,	  Bill	  of	  
Rights,	  Supreme	  Court	  Decisions,	  constitutional	  law,	  criminal	  law,	  civil	  law,	  
Tort,	  Administrative	  law,	  Statutory	  law	  and	  International	  law,	  etc.).	  
C&G.3.5	   Compare	  jurisdictions	  and	  methods	  of	  law	  enforcement	  applied	  at	  each	  
level	  of	  government,	  the	  consequences	  of	  noncompliance	  to	  laws	  at	  each	  
level	  and	  how	  each	  reflects	  equal	  protection	  under	  the	  law	  (e.g.,	  
Department	  of	  Justice,	  Regulatory	  Commissions,	  FBI.	  SBI,	  Homeland	  
Security,	  Magistrate,	  State	  troopers,	  Sheriff,	  City	  police,	  Ordinance,	  Statute,	  
Regulation,	  Fines,	  Arrest,	  etc.).	  
C&G.3.6	   Explain	  ways	  laws	  have	  been	  influenced	  by	  political	  parties,	  constituents,	  
interest	  groups,	  lobbyists,	  the	  media	  and	  public	  opinion	  (e.g.,	  extension	  of	  
suffrage,	  labor	  legislation,	  civil	  rights	  legislation,	  military	  policy,	  
environmental	  legislation,	  business	  regulation	  and	  educational	  policy).	  
C&G.3.7	   Summarize	  the	  importance	  of	  the	  right	  to	  due	  process	  of	  law	  for	  individuals	  
accused	  of	  crimes	  (e.g.,	  habeas	  corpus,	  presumption	  of	  innocence,	  impartial	  
tribunal,	  trial	  by	  jury,	  right	  to	  counsel,	  right	  against	  self-­‐incrimination,	  
protection	  against	  double	  jeopardy,	  right	  of	  appeal).	  
C&G.3.8	   Evaluate	  the	  rights	  of	  individuals	  in	  terms	  of	  how	  well	  those	  rights	  have	  
been	  upheld	  by	  democratic	  government	  in	  the	  United	  States.	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Understand	  how	  democracy	  depends	  upon	  the	  active	  participation	  of	  citizens.	  
Clarifying	  Objectives	  
C&G.4.1	   Compare	  citizenship	  in	  the	  American	  constitutional	  democracy	  to	  
membership	  in	  other	  types	  of	  governments	  (e.g.,	  right	  to	  privacy,	  civil	  
rights,	  responsibilities,	  political	  rights,	  right	  to	  due	  process,	  equal	  
protection	  under	  the	  law,	  participation,	  freedom,	  etc.).	  
C&G.4.2	   Explain	  how	  the	  development	  of	  America's	  national	  identity	  derived	  from	  
principles	  in	  the	  Declaration	  of	  Independence,	  US	  Constitution	  and	  Bill	  of	  
Rights	  (e.g.,	  inalienable	  rights,	  consent	  of	  the	  governed,	  popular	  
sovereignty,	  religious	  and	  political	  freedom,	  separation	  of	  powers,	  etc.)	  .	  
C&G.4.3	   Analyze	  the	  roles	  of	  citizens	  of	  North	  Carolina	  and	  the	  United	  States	  in	  
terms	  of	  responsibilities,	  participation,	  civic	  life	  and	  criteria	  for	  
membership	  or	  admission	  (e.g.,	  voting,	  jury	  duty,	  lobbying,	  interacting	  
successfully	  with	  government	  agencies,	  organizing	  and	  working	  in	  civic	  
groups,	  volunteering,	  petitioning,	  picketing,	  running	  for	  political	  office,	  
residency,	  etc.).	  
C&G.4.4	   Analyze	  the	  obligations	  of	  citizens	  by	  determining	  when	  their	  personal	  
desires,	  interests	  and	  involvement	  are	  subordinate	  to	  the	  good	  of	  the	  nation	  
or	  state	  (e.g.,	  Patriot	  Act,	  Homeland	  Security,	  sedition,	  civil	  rights,	  equal	  
rights	  under	  the	  law,	  jury	  duty,	  Selective	  Services	  Act,	  rule	  of	  law,	  eminent	  
domain,	  etc.).	  
C&G.4.5	   Explain	  the	  changing	  perception	  and	  interpretation	  of	  citizenship	  and	  
naturalization	  (e.g.,	  aliens,	  Interpretations	  of	  the	  14th	  amendment,	  
citizenship,	  patriotism,	  equal	  rights	  under	  the	  law,	  etc.).	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Analyze	  how	  political	  and	  legal	  systems	  within	  and	  outside	  of	  the	  United	  States	  provide	  a	  means	  
to	  balance	  competing	  interests	  and	  resolve	  conflicts.	  
Clarifying	  Objectives	  
C&G.5.1	   Analyze	  the	  election	  process	  at	  the	  national,	  state	  and	  local	  levels	  in	  terms	  
of	  the	  checks	  and	  balances	  provided	  by	  qualifications	  and	  procedures	  for	  
voting	  (e.g.,	  civic	  participation,	  public	  hearings,	  forums,	  at	  large	  voting,	  
petition,	  local	  initiatives,	  local	  referendums,	  voting	  amendments,	  types	  of	  
elections,	  etc.).	  
C&G.5.2	   Analyze	  state	  and	  federal	  courts	  by	  outlining	  their	  jurisdictions	  and	  the	  
adversarial	  nature	  of	  the	  judicial	  process	  (e.g.,	  Appellate,	  Exclusive,	  
Concurrent,	  Original,	  types	  of	  federal	  courts,	  types	  of	  state	  courts,	  oral	  
argument,	  courtroom	  rules,	  Supreme	  Court,	  opinions,	  Court	  Docket,	  
Prosecutor/Prosecution,	  Complaint,	  Defendant,	  Plaintiff,	  hearing,	  bail,	  
indictment,	  sentencing,	  appeal,	  etc.).	  
C&G.5.3	   Analyze	  national,	  state	  and	  local	  government	  agencies	  in	  terms	  of	  how	  they	  
balance	  interests	  and	  resolve	  conflicts	  (e.g.,	  FBI,	  SBI,	  DEA,	  CIA,	  National	  
Guard	  Reserves,	  magistrates,	  Better	  Business	  Bureau,	  IRS,	  Immigration	  and	  
Naturalization,	  FEMA,	  Homeland	  Security,	  ATF,	  etc.).	  
C&G.5.4	   Explain	  how	  conflict	  between	  constitutional	  provisions	  and	  the	  
requirements	  of	  foreign	  policy	  are	  resolved	  (e.g.,	  the	  power	  of	  Congress	  to	  
declare	  war	  and	  the	  need	  for	  the	  president	  to	  make	  expeditious	  decisions	  in	  
times	  of	  international	  emergency,	  the	  power	  of	  the	  President	  to	  make	  
treaties	  and	  the	  need	  for	  the	  Senate	  to	  approve	  them).	  
C&G.5.5	   Analyze	  the	  development	  and	  implementation	  of	  domestic	  and	  foreign	  
policy	  by	  outlining	  opposing	  arguments	  on	  major	  issues	  and	  their	  efforts	  
toward	  resolutions	  (,	  e.g.,	  health	  care,	  education,	  immigration,	  regulation	  of	  
business	  and	  industry,	  foreign	  aid,	  intervention	  abroad,	  etc.).	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CIVICS 
IN A CONSTITUTIONAL DEMOCRACY, productive civic 
engagement requires knowledge of the history, principles, and 
foundations of our American democracy, and the ability to participate 
in civic and democratic processes. People demonstrate civic engagement 
when they address public problems individually and collaboratively 
and when they maintain, strengthen, and improve communities and 
societies. Thus, civics is, in part, the study of how people participate in 
governing society. 
Because government is a means for addressing common or public 
problems, the political system established by the U.S. Constitution is an 
important subject of study within civics. Civics requires other knowledge 
too; students should also learn about state and local governments; 
markets; courts and legal systems; civil society; other nations’ systems 
and practices; international institutions; and the techniques available to 
citizens for preserving and changing a society. 
Civics is not limited to the study of politics and society; it also 
encompasses participation in classrooms and schools, neighborhoods, 
groups, and organizations. Not all participation is beneficial. This 
framework makes frequent reference to civic virtues and principles 
that guide participation and to the norm of deliberation (which means 
discussing issues and making choices and judgments with information 
and evidence, civility and respect, and concern for fair procedures). 
What defines civic virtue, which democratic principles apply in given 
situations, and when discussions are deliberative are not easy questions, 
but they are topics for inquiry and reflection. In civics, students learn 
to contribute appropriately to public processes and discussions of real 
issues. Their contributions to public discussions may take many forms, 
ranging from personal testimony to abstract arguments. They will also 
learn civic practices such as voting, volunteering, jury service, and 
joining with others to improve society. Civics enables students not only 
to study how others participate, but also to practice participating and 
taking informed action themselves. 
Dimension 2: Applying Disciplinary Concepts and Tools • 31
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TABLE 9:  Suggested K-12 Pathway for College, Career, and Civic Readiness 
Dimension 2, Civic and Political Institutions
BY THE END OF GRADE 2 BY THE END OF GRADE 5 BY THE END OF GRADE 8 BY THE END OF GRADE 12
INDIVIDUALLY AND WITH OTHERS, STUDENTS…
D2.Civ.1.K-2. Describe roles 
and responsibilities of people 
in authority.
D2.Civ.1.3-5. Distinguish 
the responsibilities and pow-
ers of government officials at 
various levels and branches of 
government and in different 
times and places. 
D2.Civ.1.6-8. Distinguish 
the powers and responsi-
bilities of citizens, political 
parties, interest groups, and 
the media in a variety of 
governmental and nongov-
ernmental contexts.
D2.Civ.1.9-12. Distinguish 
the powers and responsibili-
ties of local, state, tribal, na-
tional, and international civic 
and political institutions.
D2.Civ.2.K-2. Explain how 
all people, not just official 
leaders, play important roles 
in a community.
D2.Civ.2.3-5. Explain how a 
democracy relies on people’s 
responsible participation, and 
draw implications for how 
individuals should participate.
D2.Civ.2.6-8. Explain spe-
cific roles played by citizens 
(such as voters, jurors, taxpay-
ers, members of the armed 
forces, petitioners, protesters, 
and office-holders). 
D2.Civ.2.9-12. Analyze the 
role of citizens in the U.S. po-
litical system, with attention 
to various theories of democ-
racy, changes in Americans’ 
participation over time, and 
alternative models from other 
countries, past and present.
D2.Civ.3.K-2. Explain the 
need for and purposes of 
rules in various settings inside 
and outside of school.
D2.Civ.3.3-5. Examine the 
origins and purposes of rules, 
laws, and key U.S. constitu-
tional provisions.
D2.Civ.3.6-8. Examine the 
origins, purposes, and impact 
of constitutions, laws, treaties, 
and international agreements.
D2.Civ.3.9-12. Analyze 
the impact of constitutions, 
laws, treaties, and interna-
tional agreements on the 
maintenance of national and 
international order.
D2.Civ.4.K-2. 
Begins in grades 3–5
D2.Civ.4.3-5. Explain how 
groups of people make rules 
to create responsibilities and 
protect freedoms.
D2.Civ.4.6-8. Explain the 
powers and limits of the three 
branches of government, 
public officials, and bureau-
cracies at different levels in 
the United States and in other 
countries.
D2.Civ.4.9-12. Explain how 
the U.S. Constitution estab-
lishes a system of government 
that has powers, responsi-
bilities, and limits that have 
changed over time and that 
are still contested.
D2.Civ.5.K-2. Explain what 
governments are and some of 
their functions. 
D2.Civ.5.3-5. Explain the 
origins, functions, and struc-
ture of different systems of 
government, including those 
created by the U.S. and state 
constitutions.
D2.Civ.5.6-8. Explain the or-
igins, functions, and structure 
of government with reference 
to the U.S. Constitution, state 
constitutions, and selected 
other systems of government.
D2.Civ.5.9-12. Evaluate cit-
izens’ and institutions’ effec-
tiveness in addressing social 
and political problems at the 
local, state, tribal, national, 
and/or international level.
D2.Civ.6.K-2. Describe 
how communities work to 
accomplish common tasks, 
establish responsibilities, and 
fulfill roles of authority.
D2.Civ.6.3-5. Describe 
ways in which people benefit 
from and are challenged by 
working together, including 
through government, work-
places, voluntary organiza-
tions, and families.
D2.Civ.6.6-8. Describe the 
roles of political, civil, and 
economic organizations in 
shaping people’s lives. 
D2.Civ.6.9-12. Critique 
relationships among gov-
ernments, civil societies, and 
economic markets.
Civic and Political Institutions
In order to act responsibly and effectively, citizens 
must understand the important institutions of their 
society and the principles that these institutions are 
intended to reflect. That requires mastery of a body of 
knowledge about law, politics, and government.
Indicators of Dimension 2—Civic and Political 
Institutions—are detailed in the suggested K-12 
Pathway for College, Career, and Civic Readiness in 
Table 9.
32 • C3 Framework
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TABLE 10: Suggested K-12 Pathway for College, Career, and Civic Readiness 
Dimension 2, Participation and Deliberation
BY THE END OF GRADE 2 BY THE END OF GRADE 5 BY THE END OF GRADE 8 BY THE END OF GRADE 12
INDIVIDUALLY AND WITH OTHERS, STUDENTS…
D2.Civ.7.K-2. Apply civic 
virtues when participating in 
school settings. 
D2.Civ.7.3-5. Apply civic 
virtues and democratic princi-
ples in school settings.
D2.Civ.7.6-8. Apply civic 
virtues and democratic princi-
ples in school and community 
settings.
D2.Civ.7.9-12. Apply 
civic virtues and democratic 
principles when working with 
others.
D2.Civ.8.K-2. Describe 
democratic principles such as 
equality, fairness, and respect 
for legitimate authority and 
rules.
D2.Civ.8.3-5. Identify core 
civic virtues and demo-
cratic principles that guide 
government, society, and 
communities.
D2.Civ.8.6-8. Analyze ideas 
and principles contained in 
the founding documents of 
the United States, and explain 
how they influence the social 
and political system.
D2.Civ.8.9-12. Evaluate 
social and political systems 
in different contexts, times, 
and places, that promote civic 
virtues and enact democratic 
principles. 
D2.Civ.9.K-2. Follow 
agreed-upon rules for dis-
cussions while responding 
attentively to others when 
addressing ideas and making 
decisions as a group.
D2.Civ.9.3-5. Use delibera-
tive processes when making 
decisions or reaching judg-
ments as a group.
D2.Civ.9.6-8. Compare 
deliberative processes used 
by a wide variety of groups in 
various settings.
D2.Civ.9.9-12. Use appropri-
ate deliberative processes in 
multiple settings.
D2.Civ.10.K-2. Compare 
their own point of view with 
others’ perspectives.
D2.Civ.10.3-5. Identify the 
beliefs, experiences, perspec-
tives, and values that underlie 
their own and others’ points 
of view about civic issues.
D2.Civ.10.6-8. Explain 
the relevance of personal 
interests and perspectives, 
civic virtues, and democratic 
principles when people ad-
dress issues and problems in 
government and civil society.
D2.Civ.10.9-12. Analyze the 
impact and the appropriate 
roles of personal interests and 
perspectives on the applica-
tion of civic virtues, democrat-
ic principles, constitutional 
rights, and human rights.
Participation and Deliberation: Applying Civic Virtues and Democratic Principles 
Civics teaches the principles—such as adherence to 
the social contract, consent of the governed, limited 
government, legitimate authority, federalism, and 
separation of powers—that are meant to guide official 
institutions such as legislatures, courts, and govern-
ment agencies. It also teaches the virtues—such as 
honesty, mutual respect, cooperation, and attentive-
ness to multiple perspectives—that citizens should use 
when they interact with each other on public matters. 
Principles such as equality, freedom, liberty, respect for 
individual rights, and deliberation apply to both official 
institutions and informal interactions among citizens. 
Learning these virtues and principles requires obtain-
ing factual knowledge of written provisions found in 
important texts such as the founding documents of 
the United States. It also means coming to understand 
the diverse arguments that have been made about 
these documents and their meanings. Finally, students 
understand virtues and principles by applying and 
reflecting on them through actual civic engagement—
their own and that of other people from the  
past and present.
Indicators of Dimension 2—Participation and 
Deliberation—are detailed in the suggested K-12 
Pathway for College, Career, and Civic Readiness in 
Table 10.
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TABLE 11: Suggested K-12 Pathway for College, Career, and Civic Readiness 
Dimension 2, Processes, Rules, and Laws
BY THE END OF GRADE 2 BY THE END OF GRADE 5 BY THE END OF GRADE 8 BY THE END OF GRADE 12
INDIVIDUALLY AND WITH OTHERS, STUDENTS…
D2.Civ.11.K-2. Explain how 
people can work together 
to make decisions in the 
classroom.
D2.Civ.11.3-5. Compare 
procedures for making deci-
sions in a variety of settings, 
including classroom, school, 
government, and/or society.
D2.Civ.11.6-8. Differentiate 
among procedures for mak-
ing decisions in the class-
room, school, civil society, 
and local, state, and national 
government in terms of how 
civic purposes are intended.
D2.Civ.11.9-12. Evaluate 
multiple procedures for mak-
ing governmental decisions at 
the local, state, national, and 
international levels in terms of 
the civic purposes achieved.
D2.Civ.12.K-2. Identify and 
explain how rules function in 
public (classroom and school) 
settings.
D2.Civ.12.3-5. Explain how 
rules and laws change society 
and how people change rules 
and laws.
D2.Civ.12.6-8. Assess 
specific rules and laws (both 
actual and proposed) as 
means of addressing public 
problems.
D2.Civ.12.9-12. Analyze how 
people use and challenge 
local, state, national, and 
international laws to address a 
variety of public issues. 
Begins in grades 3–5 D2.Civ.13.3-5. Explain how 
policies are developed to 
address public problems.
D2.Civ.13.6-8. Analyze the 
purposes, implementation, 
and consequences of public 
policies in multiple settings.
D2.Civ.13.9-12. Evaluate 
public policies in terms of 
intended and unintended 
outcomes, and related 
consequences. 
D2.Civ.14.K-2. Describe 
how people have tried to 
improve their communities 
over time.
D2.Civ.14.3-5. Illustrate 
historical and contemporary 
means of changing society.
D2.Civ.14.6-8. Compare 
historical and contemporary 
means of changing societies, 
and promoting the common 
good.
D2.Civ.14.9-12. Analyze 
historical, contemporary, and 
emerging means of chang-
ing societies, promoting the 
common good, and protect-
ing rights.
Processes, Rules, and Laws
Civics is the discipline of the social studies most 
directly concerned with the processes and rules by 
which groups of people make decisions, govern them-
selves, and address public problems. People address 
problems at all scales, from a classroom to the agree-
ments among nations. Public policies are among the 
tools that governments use to address public problems. 
Students must learn how various rules, processes, laws, 
and policies actually work, which requires factual 
understanding of political systems and is the focus 
of this section. They must also obtain experience in 
defining and addressing public problems, as prompted 
in Dimension 4—Taking Informed Action.
Indicators of Dimension 2—Processes, Rules, and 
Laws—are detailed in the suggested K-12 Pathway for 
College, Career, and Civic Readiness in Table 11.
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